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Abstract
The purpose of this hermeneutic phenomenology was to describe the experiences of college
students who encounter negative parental academic involvement. The central question was, what
are first- and second-year college students’ experiences with negative parental academic
involvement? The theory guiding this study was the Hoover-Dempsey and Sandler (1995)
parental involvement theory designed to analyze parents’ participation in a child’s education.
The background includes the historical, social, and theoretical foundations warranting this study
and the researcher’s motivations and philosophical assumptions. The participants were 14 firstand second-year students attending a community college, a public university, and a private
university. Data collection included journal prompts, interviews, and focus groups, from which
data triangulation, analysis, and interpretation occurred. Data analysis and synthesis comprised
open coding, axial coding, and reduction; thematic isolation and description; and linguistic
transformation and phenomenological interpretation. Six central themes emerged. Academic
Care Culmination, Underwhelming Response to Academic Success, and Vicariously Driven
Motivation reflected negative student experiences. Secondary School Status Quo and Assistance
with Surrogate Support themes included positive and negative experiences, while Academic
Interest as Investment Oversight reflected positive experiences. Interpretations included the
essence of under-involvement and over-involvement, the foundations of negative experience, and
the meaning of optimal involvement. This study offers an adjusted Hoover-Dempsey and Sandler
(1995) model better suited for analyzing parental involvement at the college level based on
findings. This inquiry helped fill the knowledge gap concerning how some parents lack a
meaningful understanding of how negative parental involvement impacts college students.
Keywords: parent, involvement, students, lived experience, postsecondary, research.
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CHAPTER ONE: INTRODUCTION
Overview
Although Sixty-two percent of jobs in the U.S. require a four-year degree (Martinez et al.,
2017), college enrollment rates remain 5% lower than a decade ago (National Center for
Education Statistics, n.d.), and the college drop-out rate remains above 40% (National Student
Clearing House Research Center, 2018). Research indicates that a significant contributor to the
growing drop-out rate is the lack of appropriate parental involvement in a student’s college
academics. This study aims to describe the lived experiences of first- and second-year college
students who encounter negative parental academic involvement to expose the practical and
actionable meaning hidden within the phenomena (van Manen, 2016b). The purpose of this
chapter is to provide a contextual framework for this research, including the background,
historical, social, and theoretical underpinnings that warrant the inquiry, the research problem,
purpose, questions, significance, a list of relevant definitions, and a summary.
Background
The historical, social, and theoretical circumstances of parental academic involvement in
a student’s college education both inform and drive this research. Like most topics, research into
the collective value, methods, and student benefits of parental academic involvement has
followed an iterative process, expanding from the primary to the secondary level and, recently, to
the postsecondary environment. Each temporal segment of this investigative journey has
uncovered new and insightful implications contributing to an expansive body of knowledge.
Similarly, social considerations and impacts are unique to each level of education about parental
involvement. Following are explanations of the most relevant historical, social, and theoretical
conditions that drove this inquiry and how they relate to the research problem and purpose.
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Historical Context
The history of parental involvement in a child’s education has been an iterative process
since the turn of the 20th century on the heels of influential 19 th-century child developmental
psychologists and constructivists like John Dewey, John Piaget, and Lev Vygotsky (Weston,
2014). Charlotte Mason was one of the earliest pioneers in parental participation in childhood
education. Renowned for the Mason Method of homeschooling, her original work centered on
how the unnegotiable responsibility for a student’s education resides with parents (Mason, 1906).
Many of these paradigms are routinely applied to school environments to exercise parental
inclusion, which helps teachers tailor individualized education plans, relax rigid structure and
control, and involve parents in institutional planning and decision-making (Thomas, 2016).
It was not until the 1950s and 60s that parental involvement strategies made their way
into widely accepted developmental theories and programs. In his celebrated instructional
scaffolding theory published in 1956, Jerome Bruner included parents in the preliminary list of
“expert” partners uniquely able to help the “novice” child develop cognitive skills like reading,
language, and problem-solving (Mermeltshine, 2017, p. 241). Likewise, in 1968, as part of the
New Haven Intervention Project, well-known Yale professor and psychiatrist James Comer
deemed parent-integrated functioning as a critical element of the Comer School Development
Program (SDP) (Comer, 2009).
At the turn of the 21st century, detailed research focused on primary education, including
parenting styles and relationships, to improve academic results. Early studies indicate that the
most prominent types of support to parents promoting inclusion at the primary level are familystrengthening programs, open lines of communication, volunteering opportunities, home learning
support, involvement in school decision-making, and broader community collaboration
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(Auerbach, 2012; MacIver et al., 2015). As elementary parental involvement has become
common, academic achievement has improved, indicating that “parental involvement may have
its greatest impact among elementary school children” (Waithaka et al., 2017, p. 2).
Detailed meta-analysis into the early effects of parental education involvement on
elementary school academics confirms these findings. A review of 41 studies between 1969 and
2000 revealed that students attained higher academic achievement when parent participation
occurred, irrespective of gender, race, and urban or rural setting (Jeynes, 2005). A more recent
comprehensive review of 75 research studies between 2003 and 2017 similarly found that the
most prominent involvement variables that garner the best academic results for elementary
students are high expectations, involvement in reading at home, and parental involvement in
school activities (Boonk et al., 2018).
As research into parental involvement expanded from primary to secondary school, three
things became clear— child and school expectations are different, parental motivations have
changed, and parental involvement strategies have adjusted based on various role constructs
(Degol et al., 2017; Mailhot & Feeney, 2017). Specifically, the research found that secondary
parents are far less likely to volunteer, indicating a clear shift from school-based participation to
home-based involvement (Affuso et al., 2017; Hurley et al., 2017). Similarly, as adolescent
children grow more independent in middle and high school, they increasingly view overt parental
involvement as inappropriate and unwelcome (Green et al., 2007; Jeynes, 2015). Finally,
changes in parental motivations to participate in secondary academics deal with reduced selfefficacy based on subject complexity, deteriorating skills, and lack of experience. Indicatively,
parents who did not complete high school routinely abstain from trying to provide high school
academic support (Castleman & Page, 2017; Hamilton et al., 2018).
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Research has upwardly progressed, integrating studies into parental involvement at the
postsecondary level. Findings are that much like expectations and parental roles evolve between
primary and secondary school, a similar transition occurs as a child begins college. With a much
larger pool of parents who have never attended college, especially in minority and lower
socioeconomic status (SES) families, the low self-efficacy examples described previously still
generally apply (Affuso et al., 2017; George Mwangi, 2015). Interestingly, empirical evidence
also indicates that new motivations arise at the college level that counters the norm, like how
some parents who did not attend college increase their involvement based on their child’s unique
opportunity for a better future (Cooper, 2017; Degol et al., 2017) or because they are affording
some or all of their child’s tuition (Lowe et al., 2015; Murayama et al., 2016).
Social Context
Without question, a student’s education, regardless of grade level, has significant social
considerations and impacts (Jeynes, 2016; George Mwangi, 2015). In other words, education,
especially college, is as much about “being” and thriving as it is about learning (van Manen,
2016b). Qualitative phenomenology, like this research, relies on social or human science to grasp
the rich existential meaning of lived experiences (Moustakas, 1994; van Manen, 2016a).
Research indicates that the four most relevant and integrated social aspects that influence
parental involvement in a student’s college education, including their academics, are parenting
styles, family structure, education levels, ethnicity, and SES.
Parenting styles play a significant role in how parents approach involvement. For
example, nurturing, responsive, and authoritative parents tend to be more involved (Odom &
McNeese, 2014; Waithaka et al., 2017). Research also indicates that highly attentive and
demanding parenting styles can result in over-involvement with potential adverse outcomes
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(Lowe et al., 2015; Wu et al., 2015). Similarly, parents who control, apply academic pressure,
and direct school involvement at lower levels negatively relate to academic achievement at the
postsecondary level, stressing how parents must adjust strategies over time (Boonk et al., 2018).
Family structure and parent education levels play a dynamic social role in postsecondary
parental academic involvement. For example, children of married biological parents statistically
receive the most support, garnering the highest academic success (Wu et al., 2015). The literature
also holds that having degree-holding parents correlates with higher postsecondary involvement
levels (Boonk et al., 2018; Cartmell, 2015). Parent gender tied to education level also influences
the level of involvement. For example, mothers are more willing to be involved in their student’s
academics when their education level is less commensurate with the student’s (Ory et al., 2017).
In contrast, a typical father tends to only support a student up to the level he attained as a form of
social homophily, meaning they assimilate with others similar to themselves (Ory et al., 2017).
Relative to the social factors of ethnicity and SES, parental involvement research
indicates that non-white college students receive less attention than white students, with
Hispanics receiving the least parental involvement (Bradley-Geist & Olson-Buchanan, 2014).
Likewise, as it relates to SES, an exponential increase in the price of postsecondary education
combined with reduced state funding and federal grant reductions has shifted much of the
financial burden for college to families (Fincher & Katsinas, 2017; Lowe et al., 2015). As a
result, fewer lower-income families, including minority students, attend college, and for those
who attend, parental involvement levels remain low (Castleman & Page, 2017; Fischer et al.,
2019; Wu et al., 2015). This research into the nature and meaning of how some college students
internalize parental involvement in academics in negative ways distinctly centers on illuminating
how these and other social factors affect students’ feelings, actions, and decisions.
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Theoretical Context
The theoretical underpinnings driving this research were developmentally appropriate
college involvement strategies, the realities of college student perspectives, parental motivations
and beliefs relevant to college involvement, and the unique characteristics of postsecondary
parental under-involvement and over-involvement life (Moses et al., 2016; Yotyodying & Wild,
2016). As the historical context section above describes, an abundance of temporally-driven
empirical research exists into parental involvement motivations, forms, mechanisms, and
strategies that define and validate positive and negative parental participation (Hoover-Dempsey
et al., 2005; Jeynes, 2015). Much of this research effectively analyzes the various contributors to
parents’ ability and willingness to support students’ educational endeavors, like their own past
educational experiences, ethnicity, and SES, among others (Fincher & Katsinas, 2017; Wu et al.,
2015). Although this wealth of literature is helpful, further research is necessary.
In the past decade, the focus has appropriately shifted to more expansively analyzing
postsecondary parental involvement. Unfortunately, much of that research relies on the
perspectives of parents and educators rather than college students themselves (Jeynes, 2016,
2017). This indirect approach is often used out of convenience because research focused on
primary and secondary students as minors requires parents’ approval or because many
researchers believe the best sources of information about postsecondary experiences come from
those who supervise and mentor students. Although additionally very useful at lower levels,
these studies arguably rely on viewpoints and assumptions that may not align with the college
students’ realities. As a result, these research efforts fail to adequately capture and address the
challenges college students face in dealing with what they view as negative parental academic
involvement as a theoretical underpinning for this research into students’ lived experiences.
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Ascension into college is a fundamental transition, often resulting in dramatic changes in
how parents view and implement their parental roles. For example, some parents who never
attended college, despite providing an abundance of support during high school as familiar
graduates, reduce and, in some cases, discontinue academic involvement based primarily on lack
of experience (Castleman & Page, 2017; Hamilton, 2016). Similarly, some parents, as college
graduates with proud memories of taking personal responsibility for their college education and
experience, also decrease or cease to provide the level of support offered in high school so
students can gain independence and autonomy (Affuso et al., 2017; Castleman & Page, 2017).
In contrast, some parents who never attended college significantly increase their
involvement based on the student’s new opportunity for a better future due to college enrollment
(Cooper, 2017; Degol et al., 2017). Similarly, other parents, whether having attended college or
not, dramatically increase their academic involvement in college due to shouldering some of the
financial burdens of their child’s college education (Lowe et al., 2015; Murayama et al., 2016).
These scenarios contribute to dichotomic clusters of students experiencing parental underinvolvement and over-involvement that students do not expect or desire, leading to negative
parental involvement experiences (Boonk et al., 2018; Howard et al., 2019).
Problem Statement
The problem is that some parents lack the conscious awareness and meaningful
understanding of what first- and second-year college students view as negative parental academic
involvement and how it may lead to adverse outcomes (Hamilton, 2016; Mailhot & Feeney,
2017; Wilson & Gross, 2018). In the context of this research, negative parental academic
involvement includes over-parenting through excessive psychological and behavioral control
over students’ scholarly activities (Howard et al., 2019) and under-investment or lack of interest
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in students’ academics (Boonk et al., 2018). Unaddressed over time, this negative parental
participation can lead to stress, sorrow, reduced self-esteem, and low self-efficacy, further
leading to isolation, drug abuse, and the inability to graduate (Lowe et al., 2015).
The gap in the current body of literature exacerbates this problem in four ways. First,
most parental involvement research focuses on the primary and secondary education levels.
Second, because that research involves minors, qualitative data relies heavily on parent and
educator perceptions rather than student experiences, often inappropriately applied to the college
experience. Third, most available research into college parent-student relationships centers on
general social and psychological support rather than pedagogical interests. Finally, little
obtainable research relies on students’ lived experiences that provide the deep, rich existential
meaning that only qualitative human science inquiry can provide.
Purpose Statement
The purpose of this study is to describe the lived experiences of first- and second-year
college students who encountered negative parental academic involvement. This study defines
negative parental academic involvement as under-involvement and over-involvement based on
students’ desires. Giving pedagogical meaning to students’ experiences will help students
succeed by assisting parents in understanding their needs and desires related to parental
academic support. With this knowledge, parents can then adapt their involvement strategies in a
way that helps students adjust to and thrive in their new, unfamiliar, and often demanding
academic environment. For this research, negative academic involvement, a student is
dissatisfied with their parent’s educational involvement strategy based on their actions going
undesirably beyond or failing to meet their expectations (van Manen, 2016b).

23
As previously described, the theory that guided this study is Hoover-Dempsey’s and
Sandler’s (1995) theory of parental involvement. This comprehensive five-stage model explores
parents’ decision cycle to determine when, at what intensity level, and how to participate in a
student’s education (Green et al., 2007; Hoover-Dempsey & Sandler, 1995). Parents base these
decisions on both subconscious and conscious stimuli. Subconscious factors include individual
self-efficacy and related experiences supported or deterred by conscious influences, including
demand for involvement from the student, faculty, and school administrators and competing
demands for parents’ time (Green et al., 2007; Hoover-Dempsey & Sandler, 1995). In this
manner, Parental involvement theory served as a valuable lens through which this study analyzes
and helps others understand parental decisions, actions, and methods or lack thereof that may
materialize in negative experiences for traditional first- and second-year college students.
Significance of the Study
This research is significant empirically, theoretically, and practically. The empirical
significance of this study is filling a gap in current literature related to parental academic
involvement by breaking new ground into the underlying human condition associated with
postsecondary and degree persistence. This awareness expands on historically quantitative
analysis into social factors that help or inhibit involvement by applying a uniquely qualitative
lens. For example, studies routinely indicate that things like lack of nurturing (Waithaka et al.,
2017), less than optimal family structure (Wu et al., 2015), and lower SES (Fincher & Katsinas,
2017) correlate with adverse student outcomes. If so, how do these factors materialize in
students’ lived experiences? This research provides valuable empirical context and insight into
these dominant quantitatively-expressed relational perceptions, correlations, and inferences
through rich meaning and interpretation.
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The theoretical significance of this research lies in breaking relatively new ground in the
realm of existing theory use, specifically in the alternative application and expansion of Hoover
and Dempsey-Sandler’s (1995) theory of parental academic involvement. Parental involvement
theory, as the most comprehensive theory obtainable (Hoover-Dempsey & Sandler, 1995;
Walker et al., 2005), best fits the purpose of this research. However, because it has only been
used in analyzing parental involvement at the primary and secondary levels and primarily in
quantitative analysis thus far, its empirical applicability in both the postsecondary environment
and qualitative design is nascent. This research expands upon the model’s previous use through
alternative and promising applications in this new and human science-rich environment.
The practical significance of this research is three-fold. First, from a participant
perspective, this research helps college student participants understand and embrace the meaning
of their lived experiences and how to internalize and address feelings associated with negative
parental academic involvement toward a new and positive perspective (van Manen, 2016b).
Second, this research provides understanding, prompts reflection, and creates opportunities for
parents with similar circumstances now and in the future to tailor parental academic involvement
strategies in light of the lived realities of their college children as emerging adults. Finally, this
research assists caring educators and administrators in understanding, reflecting on, and seizing
the initiative to tailor processes and programs optimally to help parent-student relationships.
These practically significant outcomes center on the overarching thoughtfulness of human
enrichment that facilitates student success.
Research Questions
Answering a central research question and three supporting sub-questions provided
enough context to fulfill the purpose of this research. The central question reflected the research
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purpose. The sub-questions were derived from and grounded in the Hoover-Dempsey & Sandler
(1995) theoretical model most relevant and applicable to parental academic involvement at the
college level that contributes to the central question. Those questions and a discussion related to
research literature to define their focus follow:
Central Question
What are first- and second-year college students’ experiences with negative parental academic
involvement?
This fundamental question brings to light the essence of students’ lived experiences in a
way that others, especially parents, can personally internalize rather than continuing to apply
their own based on perceptions (van Manen, 2016a, 2016b), especially when seen as unfavorable
by the student. Much past empirical research provides valuable knowledge about parental
involvement at the primary and secondary levels (Boonk et al., 2018, Jeynes, 2015, 2016, 2017;
Ma et al., 2016). Using that knowledge, through the lens of the Hoover-Dempsey and Sandler
(1995) theory of parental involvement framework and the factors that predominantly apply to the
college environment, this research identifies and interprets the unique phenomena associated
with college academics as a means to provide conscious awareness and understand for others.
Three sub-questions supported this central question.
Sub-question One
How do students describe parental academic over-involvement?
The decision to be involved in a student’s college academics begins with the parents’ role
construction (Green et al., 2007; Hoover-Dempsey and Sandler, 1995). Role construction
consists of the range of activities a parent can participate in to adequately support the student
(Hoover-Dempsey et al., 2005; Walker et al., 2005). Unfortunately, parents and college students
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as emerging adults, some with increased desires for autonomy, do not always agree on what is
acceptable, vital, and necessary in the context of educational involvement at the college level
(Affuso et al., 2017; Boonk et al., 2018). This sub-question helps identify what contributes to
over-involvement, how students feel and behave based on that level of involvement, and how
interpreting the meaning of over-involvement may benefit others to avoid similar challenges.
Sub-question Two
How do students describe parental academic under-involvement?
Parental under-involvement often inhibits children from making the psychological
adjustments required to attend college, resulting in the child’s inability to graduate (Hamilton,
2016; Wilson & Gross, 2018). Many factors contribute to parents struggling to support their
children at the college level, including low parental self-efficacy (Bandura et al., 1996), college
inexperience (Fischer et al., 2019), parents’ lack of trust in higher education institutions
(Castleman & Page, 2017), and the expectation that the college will provide all the support their
child needs (Hamilton, 2016; Hamilton et al., 2018). Other factors like distance, lack of
communication, and students not knowing how to ask parents to participate meaningfully
contribute to parental under-involvement. In light of these challenges, this sub-question helps
identify the dynamics associated with parental academic under-involvement and how those
behaviors may materialize negatively for students.
Sub-question Three
How do students describe optimal parental academic involvement?
An ideal parental involvement strategy exists when parents’ level of participation
coincides with the student’s desire for support. Students, as emerging adults, possess a level of
self-efficacy that contributes to a strong desire for autonomy. In contrast, other students who are
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less independent, confident, or knowledgeable resulting in low self-efficacy, may crave increased
parental involvement. Other factors like previous parental support relationships, the child’s view
of the parent’s role, parents’ experience, and their academic strengths and weaknesses contribute
to this phenomenon. This sub-question helps identify the distinct themes associated with studentparent support alignment by analyzing the experiences students identify as optimal and
interpreting what students believe is ideal based on over-involvement and under-involvement.
Definitions
1. Involvement Forms – The second stage of the Hoover-Dempsey and Sandler (1995)
theory of parental involvement, including parents’ home-based and school-based activity
2. Involvement Mechanisms – The third stage of the Hoover-Dempsey and Sandler (1995)
theory of parental involvement, including modeling, reinforcement, and instruction
3. Involvement Strategy – The fourth stage of the Hoover-Dempsey and Sandler (1995)
theory of parental involvement comprised of the forms and mechanisms in direct relation
to student involvement desires and the school environment that deem parents’ actions and
behaviors as appropriate or inappropriate (Hoover-Dempsey & Sandler, 1995)
4. Linguistic Transformation – The hermeneutic process of transforming thematic
statements into language that serves the pedagogical purpose of teaching others about
lived experiences and their meaning (van Manen, 2016a)
5. Over-Involvement (Overparenting) – when parents participate beyond the level desired
by college students as emerging adults (Hamilton et al., 2018)
6. Parent Engagement – The partnerships between schools, families, and communities,
designed to raise parental awareness of the benefits of engaging in a child’s education
and educating them on how to become and remain involved (Emerson et al., 2012)
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7. Parenting Style – Parenting behaviors including acceptance, involvement, psychological
autonomy granting, strictness, supervision, and other conduct (Howard et al., 2019)
8. Parental involvement – “The participation of parents in regular, two-way, and meaningful
communication involving student academic learning and other school activities” (USC
Title 20 § 7801, 2011)
9. Reinforcement – One of three involvement mechanism variables where parents convey
satisfaction with a child’s educational activities and progress through praise or rewards
(Hoover-Dempsey & Sandler, 1995)
10. Role Construction – The variable within stage one of the Hoover-Dempsey and Sandler
(1995) parental involvement model that defines a parent’s role in a child’s education
11. Self-efficacy – a person’s ability to achieve the desired outcome as a result of increased
levels of autonomy, competence, and relatedness (Bandura, 1977)
12. Socioeconomic Status (SES) – a person’s position within a social hierarchy based on a
combination of social and financial status (Bradley-Geist & Olson-Buchanan, 2014)
13. Tempering (Mediating) Variables – independent variables that indirectly influence an
outcome; in this case, parents’ use of involvement strategies and the fit between parental
involvement and the school’s expectations for involvement that indirectly shapes a
student’s academic success (Hoover-Dempsey & Sandler, 1995)
14. Theoretical framework (lens) – The relational structure of a research theory that provides
ample empirical context for others to examine similar relationships (Green et al., 2005)
15. Under-Involvement – The lack of parental supportive behaviors that can inhibit students
from making the psychological adjustments required of them to persistence and graduate
from college (Mailhot & Feeney, 2017)
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16. Vicarious Experience – An individual’s indirect knowledge through third-party
observation or instruction that allows that person to emulate comparable behaviors that
contribute to self-efficacy (Bandura, 1977)
Summary
Research increasingly indicates that appropriate parental involvement in a student’s
college academic experience contributes to lower college enrollment and higher drop-out rates.
The problem is that parents lack the conscious awareness and meaningful understanding of what
first- and second-year college students view as negative parental academic involvement and how
it leads to adverse student outcomes. This research aimed to describe the lived experiences of
first- and second-year college students who encounter negative parental academic involvement
using hermeneutic phenomenology and to expose what amplifiable, practical, and actionable
meaning hides within the phenomena revealed (van Manen, 2016b).
Toward that end, this chapter provided the contextual framework for this research,
including the historical, social, and theoretical foundations that warrant the study. Additionally,
this chapter explained the purpose and problem this study seeks to help solve through answers to
a central question and three supporting sub-questions that will help identify the unique themes
associated with students’ lived experiences. Finally, this chapter outlined the study’s significance
in filling a gap in the current literature on the lack of meaningful and oriented parental awareness
and understanding of how negative parental involvement affects students. By helping fill this gap
through pedagogical interpretation, students, parents, and higher education administrators may
learn improved ways to facilitate future optimal college parental academic involvement.
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CHAPTER TWO: LITERATURE REVIEW
Overview
Discovering what first- and second-year college students view as negative parental
involvement requires a comprehensive understanding of this inquiry’s empirical and theoretical
underpinnings. The purpose of this chapter is to provide a detailed synthesis of the literature on
parental involvement in education as a compelling picture of why this phenomenological
research is necessary, how the literature informs the study, and how this research fills a
knowledge gap associated with what first- and second-year students view as negative parental
involvement at the college level. Provided is a summary of Hoover-Dempsey and Sandler’s
(1995) theory of parental involvement theory, an explanation of how the theory advances the
literature on parental involvement, and how this analysis will apply the most relevant theoretical
factors of the model at the postsecondary level. This review also synthesizes many relevant
empirical studies to understand the factors that support or discourage parents’ participation,
including their motivations and beliefs, students’ and schools’ invitations, and the knowledge,
skills, time, and energy a parent perceives to exist toward an informed decision. Finally, this
chapter analyzes pre-college involvement over time to determine how postsecondary
involvement materializes, examining contemporary under- and over-involvement characteristics
at the college level, emphasizing the value of researching modern postsecondary parental
academic involvement.
Theoretical Framework
The theoretical framework that will serve as the foundational lens for this research is the
theory of parental involvement (Hoover-Dempsey & Sandler, 1995, 1997). Hoover-Dempsey
and Sandler (1995) developed the parental involvement theory to empirically define a long-
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assumed and often flawed model for parent participation in a student’s education. The previously
assumed model often relied on mundane assessments of parental actions and how those actions
generally correlated with increased student success (Hoover-Dempsey & Sandler, 1995). This
section contains an overview of parental involvement theory, including how and why HooverDempsey and Sandler designed and evolved its supporting framework and how the theory’s use
in empirical research has fundamentally advanced the understanding of parental involvement.
This section also describes how this research will use eight of 16 factors to analyze parental
postsecondary parental involvement from students’ perspectives and how this research will
further advance the model.
Theory of Parental Involvement
Drawing on the work of Bandura’s (1977) theory of self-efficacy and Biddle’s (1979)
role theory, Hoover-Dempsey and Sandler developed the theory of parental involvement to
identify contextually appropriate psychological contributors to parents’ involvement decisions
and strategies that objectively explain their participation. Although the model assists with these
initiatives as analytical byproducts based on parental involvement research, they were not the
intended focus of the theoretical design. The intent was also to avoid focusing on the indirect
implications of how policies or processes solicit parental involvement or establish ways
education institutions can better manage involvement practices (Walker et al., 2005).
Parent involvement theory is structured as a five-level sequential model to explain the
dynamic decision-making factors at the lowest level, guiding parental involvement actions and
methods over time across the four higher levels (Green et al., 2007; Hoover-Dempsey & Sandler,
1995). The five levels are (a) beliefs and perceptions, (b) involvement forms, (c) involvement
mechanisms, (d) tempering and mediating variables, and (e) desired student outcomes. (Hoover-
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Dempsey & Sandler, 1995, 1997). Inherent to each level is dependent measures contributing to
how parents apply various involvement strategies at the next level (Walker et al., 2005). For
example, once a parent decides to become involved based on personal beliefs and perceptions at
level one, the forms of involvement at home, at school, or both depend on those beliefs and
perceptions (Walker et al., 2005).
Advancing knowledge based on the Theory of Parental Involvement
Following its publication, the Hoover-Dempsey and Sandler (1995) theory of parental
involvement began almost immediately influencing research based on its ground-breaking,
comprehensive approach to analyzing parental participation in a child’s education. Integrating
self-efficacy into the theory of parental involvement as a fundamental factor for both parents and
students (Hoover-Dempsey, 1995; Hoover-Dempsey et al., 2005) has played a significant role in
advancing the research literature on self-efficacy support education analysis. Within months of
publication, young doctoral candidates began using the model focused on parents’ and educators’
levels of self-efficacy for their research (Harnett, 1995; Wu, 1995).
As research into parental involvement generally progressed from elementary to middle
school, middle to high school, and eventually to college, the use of parental involvement theory
in research also moved upward. Explicitly designed for K-12 (Hoover-Dempsey & Sandler,
1995; Walker et al., 2011), the framework was quickly and widely used to analyze secondary
and, eventually, college parental involvement from a general perspective. This evolution has
validated the model’s empirical effectiveness by identifying barriers to parental involvement and
factors leading to over-involvement as impediments to optimal student success.
Simultaneously, the theoretical framework has increasingly served to help researchers
hone in on unique parental participation problems. Those research areas include demographic
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inquiries into gender, ethnicity, and SES (Jeynes, 2015, 2017; Otani, 2019; Peralta, 2019), high
school preparation and drop-out rates (MacIver et al., 2015), roles among parents, schools, and
educators (Berryhill, 2017; Li & Fischer, 2017), and analyzing college parental involvement
(Earvin, 2019; Garrett, 2015). As a result, more contemporary researchers are increasingly using
the factor of self-efficacy within the model to quantify specific findings in areas like parental
role construction (Boonk et al., 2018; Yotyodying & Wild, 2016), homework involvement
(Degol et al., 2017; Williams et al., 2017) and others.
College Involvement through the Parental Involvement Theory Lens
From a general viewpoint, the Hoover-Dempsey—Sandler (1995) parental involvement
model was beneficial for this research in three significant ways. First, as intended, the model
defines an empirically sound foundational context with which other researchers, including this
one, can objectively analyze and effectively assess parental involvement strategies and methods
(Dettmers et al., 2019; Hurley et al., 2017; Yotyodying & Wild, 2016). Second, parental
involvement theory appropriately builds upon renowned classical theoretical perspectives,
including Albert Bandura’s (1977) theory of self-efficacy and more contemporary models like
J.L. Epstein’s (1987) framework of six types of parental involvement, contributing to a robust,
vivid, and inclusive theoretical lens for this research. Finally, this specific theoretical framework
incorporates the conscious and subconscious factors relevant to parental involvement spanning
the literature more than any other obtainable theory or model.
Specific to its use in other research, this analysis emphasizes and values parents’ use of
developmentally appropriate involvement strategies as the model’s overarching factor. An
appropriate parental involvement strategy is defined as one that accurately reflects the child’s
abilities accompanied by both support and responsiveness based on the child’s educational needs

34
as they view them (Hoover-Dempsey & Sandler, 1995). An involvement strategy that meets
these requirements provides a crucial match between parental actions and appropriateness. This
distinction is fundamental to describing and giving meaning to the experiences of first-year
college students to expose what amplifiable, helpful, and actionable meaning hides within the
phenomena revealed as the purpose of this study.
In specifically identifying phenomena associated with parental involvement from a
college student’s perspective, eight of the 16 factors represented in the model served as focal
points for detailed analysis of lived experiences related to their realization of parental
participation. That is not to say that the remaining factors were irrelevant to the study or that
students’ experiences did not align with those factors. Instead, those factors were less applicable
to this study for two reasons.
Specifically, because parental involvement theory unilaterally views participation from
parents’ perspectives (Hoover-Dempsey & Sandler, 1997), some factors were less pertinent to
students’ views. Additionally, because Hoover-Dempsey and Sandler (1995) designed the model
for K-12 analysis and the postsecondary environment is quite different, some factors were less
likely to apply pertinently. Figure one illustrates the Hoover-Dempsey and Sandler (1995)
model, highlighting in grey the primary factors central to understanding postsecondary parental
academic involvement as the ones on which this research relied. Concerning orientation, the
model begins at the bottom with parents’ perceived environmental aspects as factors that
influence the parent’s involvement decision, then moves upward through forms, mechanisms,
and tempering/mediating variables toward student outcomes.
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Figure 1. Hoover-Dempsey and Sandler (1995) Parental Involvement Model
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Theoretical Underpinnings Supporting This Research
Five dynamic considerations underpinned how parental involvement theory applies in the
context of this research. First, the Hoover and Dempsey model generally assumes, based on
empirical data, that increased student academic success is the primary benefit of parental
involvement (Green et al., 2007; Hoover-Dempsey & Sandler, 1995). This research assumed the
same empirically supported hypothesis. Second, the designers proposed this theory for
application in the K-12 educational environment, intending to incorporate the parental
incentives, involvement forms, and participation strategies that span only primary and secondary
academic levels (Hoover-Dempsey & Sandler, 1995; Walker et al., 2011). With no theoretical
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framework specifically designed for the analysis of college parental participation available, and
based on its comprehensive approach, this research applied the flexible parental involvement
theory framework as a viable lens to investigate postsecondary parental involvement (Chapman,
2019; Garrett, 2015; Smith, 2017).
Third, because Hoover-Dempsey and Sandler developed this theory from a primarily
psychological viewpoint, they focus less on the many political, economic, environmental, and
social aspects that indirectly shape parental involvement, believing these factors are less
important to the educational involvement construct (Hoover-Dempsey & Sandler, 1997).
Notwithstanding, this study focused on parental participation from all vantage points, including
economic, environmental, and social aspects, to help define a more all-inclusive perspective of
students’ lived experiences. Fourth, Hoover-Dempsey and Sandler (1997) deliberately excluded
other psychological factors unrelated to education, like desires for power, affiliation, or historical
reinforcement that, in some ways, may indirectly contribute to the participation strategies of
select parents. Even less applicable at the college level pertaining to students as emerging adults,
this research did the same.
Finally, and perhaps most importantly, Hoover-Dempsey’s and Sandler’s (1995)
involvement paradigms unilaterally incorporate parents’ perspectives based on motivations,
contributing factors, and desired outcomes that feed their fundamental decision-making process,
and not the views of others, including students (Hoover-Dempsey & Sandler, 1997). This
research did the inverse by uniquely focusing on the unilateral views of parental involvement of
college students as emerging adults using the parental Hoover-Dempsey model that defines
parental motivations and strategies as the lens through which to analyze these views. Although
all factors and levels within the Hoover-Dempsey and Sandler (1995) framework were of
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varying importance at different student education levels, all did not apply to the college
environment. Therefore, this study only investigated the factors within each group most relevant
to parental involvement within the postsecondary environment. Following is a description of the
theory, how it has advanced the knowledge of parental involvement through research literature
over the past 25 years, how parental involvement theory relates to the topic of postsecondary
academic involvement, and how this research advanced and expanded on the theory for future
research use.
Related Literature
Giving meaning to parental academic involvement strategies that lead to what some firstyear college students may view as negative experiences requires understanding the factors
contributing to a parent’s motivations, beliefs, and relationships with their child (Green et al.,
2007; Hoover-Dempsey & Sandler, 1995). This section aims to synthesize general and
underlying factors in the literature that collectively define a parent’s decision to become involved
or not in a child’s education. General factors include parents’ motivations and beliefs about their
involvement, their skills, and availability to become and remain engaged, and how involvement
invitations, specifically from the child or generally from their school, either encourage and
reinforce or discourage a parental academic involvement paradigm (Hoover-Dempsey &
Sandler, 1995, 1997; Green et al., 2007). Connecting involvement decision factors to parental
practice, this section examines various parental involvement strategies and how they can equate
to under-involvement or over-involvement. Further, this section explores the literature on how
parents historically apply these general and underlying factors at the elementary, middle, and
secondary school levels toward increased student academic success, including how environment
and involvement expectations change over time. This chapter concludes by analyzing how the
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literature reconciles the notable differences between the K-12 and postsecondary environments
by defining the many characteristics of parental over- and under-involvement at the
postsecondary level that lead to a college child’s negative lived experiences.
Factors of General Parental Educational Involvement
Consistent with the Hoover-Dempsey and Sandler (1995) model, research reliably
supports that three primary factors influence a parent’s decision to become and remain involved
in a child’s education at any level and to what extent each parent considers involvement
appropriate. First, those factors are a parent’s fundamental beliefs that motivate them to
participate; second, the parent’s combined abilities and availability to participate effectively; and
third, whether the student, the school, or both invite the parent to participate. Applying these
factors, parents periodically reassess their overall involvement decision and the level at which
they will participate based on environmental changes as children progress from elementary
school through middle and high school and eventually into college. Following is an explanation
grounded in research on these factors and how parents tend to apply them to determine if, when,
and how to support their child’s education.
Motivations and Beliefs
Behavioral psychology plays a significant role in parental academic involvement
strategies. Specifically, the motivational factors of role construction and self-efficacy are the first
set of two predominant factors that fundamentally shape if and how a parent chooses to be
involved in a child’s education. Some empirical behavioral researchers assert that these
psychological factors explain parental involvement decisions more than factors like income
level, marital status, and parent education levels, among others (Hurley et al., 2016; Jeynes,
2015; George Mwangi, 2015). Therefore, understanding these two major belief systems is
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pertinent to better understanding parental involvement behaviors in education at all levels
(Hoover-Dempsey & Sandler, 1997; Hoover-Dempsey et al., 2005; Rowan-Kenyan et al., 2008),
including further determining and assessing college-level parental academic involvement as part
of this research (Degol et al., 2017; Panek, 2014; Wu et al., 2015).
Parental Role Construction. In his book Role Theory: Expectations, Identities, and
Behaviors, social psychologist Bruce Biddle (1979) laid out a conceptual framework for how
personal beliefs, social interactions, and the expectations of others within a social system or
organization collectively define people’s beliefs about their role within that social structure.
Applicable to normative relationships in most social settings, Biddle’s groundwork has helped
researchers analyze human roles in various systems, including the education system and the roles
parents believe they should play in their child’s education. In the context of this research,
parental role construction is a crucial foundational factor in parents deciding if they should be
involved in their child’s academics and, if so, what that involvement should be.
In simple terms, role construction is how parents interpret their duty to participate
directly or indirectly in a child’s educational activities (Hoover-Dempsey & Sandler, 1995; Park
& Holloway, 2018; Yotyodying & Wild, 2016). Based on a combination of their own
experiences as school-age children, the behaviors they observe of other parents, and the shared
expectations of the student, teachers, faculty members, and the community writ large, parents use
to judge the range of acceptable, vital, and necessary activities in the context of involvement in
their child’s education (Dettmers et al., 2019; Vang, 2019; Walker et al., 2005). Within this
perceived social construct, parents must decide what areas to participate in and how much they
might fulfill that role.
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Empirical research closely links parental role construction to academic achievement at all
levels. Hoover-Dempsey and Sandler (1997) contend that role construction is the most critical
factor in the parental involvement decision. Specific to their roles, parents who feel obligated to
be involved based on the social criteria described almost always do so, resulting in positive
educational outcomes for the child (Degol et al., 2017; Grolnick, 2015; McElrath, 2020).
Conversely, when parents feel, for whatever reason, that education is more of the school’s
responsibility and less their own, academic achievement outcomes are less favorable for their
children. (Nelson, 2019; Otani, 2019; Park & Holloway, 2018). Of note, positive educational
outcomes significantly increase when two parents take an active and coordinated co-parenting
interest in their child’s education (Berryhill, 2017; Tan et al., 2020).
Research indicates that parents’ academic role construction changes over time as their
children progress through middle and high school, becoming increasingly independent, and
school involvement expectations progressively decline (Garrett, 2015; Hornby & Lafaele, 2011;
Schiffrin et al., 2014). In most cases, parents slowly shift from day-to-day active school-centric
involvement to a passive home-centric involvement strategy focused on periodic major
educational activities or events rather than regular academic coursework (Berryhill, 2017; Affuso
et al., 2017; Hurley et al., 2016). Studies show this is especially true for minority parents and
families of lower socioeconomic status (Dettmers et al., 2019; Rodriguez-Kufner, 2016; Walker,
2011). For these families, role construction alone has far less significance in a parent’s academic
involvement decision than other factors like self-efficacy or skills (Rodriguez-Kufner, 2016;
Walker et al., 2011).
An aspect of role construction that tends to increase parental academic involvement
motivation, irrespective of the student’s burgeoning independence or school and social
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expectations for active academic support declining, is the level of financial support parents
provide (Austin, 2018; Cooper, 2017; Lowe et al., 2015). This involvement motivation is less
about familial roles and more about consumer advocacy and returns on investment, meaning
parents who pay for some or all of a child’s education at any education level may feel entitled to
some satisfaction for their purchase (Austin, 2018; Cooper, 2017). However, at the college level,
where expectations are for parents to provide moral and resource support, both colleges and
often students as emerging adults consider direct academic involvement by parents to be overinvolvement (Lythcott-Haims, 2015; Rowan-Kenyon et al., 2008).
Higher education’s social system and associated parental role construction paradigm
differ from elementary, middle, and high school settings. In the context of this research, parental
role construction plays a pivotal role in helping parents decide if they should be involved in their
child’s college academics and, if so, to what extent. Indicators are that how some parents
perceive their role in their child’s academics may be at odds with how the actual student views
their parent’s role in their higher education (Chapman, 2019; Bradley-Geist & Olson-Buchanan,
2014; Schiffrin et al., 2014). Understanding where these roles contrast and how students feel and
behave significantly contributed to the descriptions and more significant meaning of what some
students viewed as negative parental academic involvement experiences at the college level.
Parental Self-Efficacy. Self-efficacy is the second crucial motivational belief factor tied
to role construction toward a parental academic involvement decision. In 1977, renowned
psychologist Albert Bandura published his social learning theory, outlining self-efficacy as a
fundamental part of human learning, building subject mastery through direct instruction and
indirect observation. According to Bandura (1995), relative to learning, self-efficacy is the
confidence people have that the actions they take will be successful based on their mastery of

42
experience (Bandura, 1977; Durisic & Bunijevac, 2017; Nelson, 2019). Conversely, if people are
unlikely to be successful based on a lack of experience, they are apprehensive and less likely to
display or engage in that behavior (Bandura, 1982; Hoover-Dempsey & Sandler, 1995,
Rodriguez et al., 2014; Zhang et al., 2020).
In this way, self-efficacy plays a vital role in a parent’s decision to support a child’s
education. To determine the level of efficacy toward involvement, parents must evaluate their
own past direct experiences to determine if they can effectively support the child. (Earvin, 2019;
Rodriguez-Kufner, 2016; Walker et al., 2011). Examples include whether the parent excelled
academically in school at the commensurate level, did they receive productive support from their
parents or has the parent assisted other children in ways that were useful, successful, and
rewarding (Berryhill, 2017; Green et al., 2007; Hoover-Dempsey et al., 2005). Other examples
include vicarious learning, like witnessing successful involvement strategies by other parents as
a child as well as observing successful support behaviors by other parents at the child’s school
and feeling capable of mirroring those behaviors to achieve similar positive educational
outcomes (Hoover & Dempsey, 1995; Hoover & Dempsey, 1997; Vang 2019).
Empirical studies of the K-12 environment routinely show how high parental selfefficacy as a vital component in an academic involvement decision correlates with those parents’
high participation levels (Green et al., 2007; Rodriguez et al., 2014; Roscoe, 2015). For example,
a study by four researchers, including Hoover-Dempsey and Sandler as the developers of
parental involvement theory, evaluated the efficacy levels of 853 parents across eight elementary
schools and six middle schools to determine the most reliable predictors of parental academic
involvement, including self-efficacy (Green et al., 2007). Using multiple hierarchical regression,
the researchers determined that high perceptions of self-efficacy among parents were a

43
significant predictor of commensurately high levels of home-based involvement and, although
less so, a statistically significant predictor of school-based involvement (Green et al., 2007).
Similarly, Rodriguez et al. (2014) studied 96 parents of children with disabilities across
18 primary and secondary schools to determine self-efficacy’s role as a catalyst for parent-school
partnerships. Interviewing all participants, the researchers learned that many felt their initiative
alone, based on a high sense of ownership of their child’s education, prompted unresponsive
teachers and faculty members to become more open and welcoming to them. (Rodriguez et al.,
2014). Conversely, in that study, most parents with low self-efficacy remained withdrawn or
passively involved in their child’s education (Rodriguez et al., 2014). Using a more recent
example, Silva Porter-Deal (2017) analyzed the propensity of parents serving in the US Army to
be actively involved in their child’s middle school academics. Among seven parents in the study,
all believed that they and not the school were ultimately responsible for their child’s education.
These and numerous other studies collectively highlight the importance of self-efficacy as a
significant factor in a parent’s involvement during a child’s adolescent years. Moreover, their
self-efficacy level was essential for deciding to be directly or indirectly involved in fulfilling that
parental role. (Porter-Deal, 2017).
At the postsecondary education level, where students now tend to function independently
of direct and constant parental involvement, students possess a personal self-efficacy level that
theoretically tempers and, in some cases, counters their parents’ desire to be involved. When
efficacy levels misalign, meaning a student with low self-efficacy wishes parents would be more
involved, or a student with high self-efficacy wishes a parent to be less active, this phenomenon
may lead to negative student experiences. This research directly analyzes the potential
misalignment between the self-efficacy level supporting their involvement decision and the
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student’s sense of self-efficacy that ultimately determines the appropriateness of the parent’s
strategy for involvement.
Student and School Invitations
The literature on parental academic involvement at the primary and secondary levels
supports that both students and schools are critical influencers in parents making an involvement
commitment (Galindo & Sheldon, 2012; Hoover-Dempsey & Sandler, 1997; Hoover-Dempsey et
al., 2005). Parents are far more likely to support their child directly at home or school if the child
invites the parent to do so (Dettmers et al., 2019; Ma et al., 2016; Walker et al., 2011). Similarly,
when teachers or faculty members try to involve parents in academic and extracurricular
activities, parents are far more likely to accept the invitation for their child’s benefit (Levine,
2018; Galindo & Sheldon, 2012; Park & Holloway, 2018). Interestingly, research indicates that
when parents lack either the role construction or the self-efficacy level to become involved,
invitations from the student, the school, or both may often serve as a mutually exclusive catalyst
for parents to become involved irrespective of other perceived shortfalls (Green et al., 2007;
Krage, 2018). Following are explanations of how school and student invitations empirically
support a parent’s academic involvement decision.
Student Invitations. According to Hoover-Dempsey and Sandler as designers of parental
involvement theory, further supported by other researchers since, student invitations are perhaps
the most potent predictors of parental academic participation because they trigger parents’
desires to be responsive to the child’s needs (Green et al., 2007; Hoover-Dempsey et al., 2005;
Williams et al., 2017). Student invitations can be explicit or implicit, like school administrator
and teacher invitations. Explicit invitations include asking parents to help with homework, attend
school events, or assisting the student in overcoming a school-related challenge, while implicit

45
invitations comprise talking about school activities and assignments to prompt supportive
dialogue (Dettmers et al., 2019; Nelson, 2019; Walker et al., 2011). Student invitations are often
encouraged or provoked by school and teacher efforts to gain parental participation on campus
and increase education value by prompting greater involvement at home (Hoover-Dempsey et
al., 2005; Tan et al., 2020).
Numerous studies have validated student invitations as a high motivator for parental
academic involvement. For example, an early 2007 study by Green, Hoover-Dempsey, and
Sandler of 853 elementary school parents revealed that child invitations, as a primary catalyst for
an involvement decision, predicted the most significant amounts of variance toward parental
involvement both at home and school (Green et al., 2007). Similarly, in a more recent qualitative
study of parental involvement at the high school level, Hernandez (2017) found that parents are
far more likely to volunteer when the student wants them to, as administrators advocate for
higher parental involvement. This observation was valuable because, as parents in the study
shared, balancing their child’s sense of autonomy with their need for having a parent close by for
guidance or a sense of approval was highly dependent on the child expressing a desire for the
parent to participate in this way (Hernandez, 2017).
Indicators are that child invitations retain the similarly unparalleled catalytic value at the
college level as they do for high school students. However, in stark contrast to the K-12
environment, college students are expected to embrace academic autonomy as the norm as
emerging adults. Additionally, direct classroom involvement by parents is rarely an option in the
higher education culture. As a result, students are likely as young adults to consider invitations
for their parents to directly participate in their academics in a much different way than they did
during adolescence. Measuring how parents’ actions might align with or diverge from students’

46
actual invitations to participate at the college level is vital to understand students’ overall lived
experiences based on what they view as appropriate parental involvement in this new and
fundamentally different educational environment.
School Invitations. School invitations include formal requests by administrators for
parents to participate in school-wide events as well as passive measures like keeping parents
well-informed about upcoming activities and maintaining a welcoming environment coupled
with a culture of inclusion that promotes and rewards involvement (Green et al., 2007; Park &
Holloway, 2018; Walker et al., 2005). More commonly, school invitations include teachers’
explicit requests for parents to become involved in school-wide activities, in the classroom and at
home by encouraging them to visit or volunteer, assigning homework that involves parents, and
exercising routine communications with parents (Dettmers et al., 2019; Hoover-Dempsey &
Sandler, 1997; Hoover-Dempsey et al., 2005). Over time, teacher invitations for parental
involvement build partnerships that beneficially augment the school environment for the teacher,
the parent, and most importantly, the student (Berryhill, 2017; Hoover-Dempsey et al., 2005).
Teachers inviting parents to participate in classroom activities builds trust between the
two by showing parents that teachers care about their child’s progress and value their parental
contributions (Emerson et al., 2012; Fischer et al., 2019; Walker et al., 2005). In contrast, when
parents perceive that a teacher or school faculty does not value their involvement, they are far
less likely to become involved (Degol et al., 2017; Emerson et al., 2012; Hornby & Lafaele,
2011). It is important to note that a large body of literature indicates that teacher invitations are
far more impactful than general school invitations because they involve parents in students’
personal experiences (Berryhill, 2017; Dettmers et al., 2019; Hernandez, 2017). Teacher
invitations have the most significant positive impact on student academic progress and
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advancement when educators take time to specifically link parental involvement to students’
learning outcomes supported by enduring positive relationships between the three parties
(Emerson et al., 2012; Green et al., 2007; Walker et al., 2011).
A recent study by Park and Holloway (2018) into the determinants of parental academic
involvement overwhelmingly supports this assertion. Using data from over 10,000 families who
took the Parent and Family Involvement Education Survey, the researchers established that when
parents saw generic school invitations like website announcements and newsletters as pro forma,
they could not gain their high school-level support. Instead, one of the most likely determinants
of parental academic involvement was direct teacher invitations accompanied by a genuine
appreciation for parents' contributions (Park & Holloway, 2018). This correlation was especially
evident for minority and economically disadvantaged parents as a factor of lower socioeconomic
status (Park & Holloway, 2018) which I will discuss later in this literature review.
Super-imposing these common K-12 examples on the college environment, school
invitations at the postsecondary level are less common and almost always general for various
reasons. Although higher education institutions want parents involved in their child’s college
life, invitations for direct academic involvement are often qualified, and help with assignments is
highly discouraged. Therefore, first-year college students' most common invitations for parental
involvement are student invitations described in detail in the following section.
Life Context: Parental Abilities and Availability
The third set of decision-making factors for academic involvement is the parents’ life
context, accounting for the parent's skills and knowledge combined with available time and
energy to become and remain involved (Austin, 2018; Hoover-Dempsey & Sandler, 1995;
Morgan, 2017). Tied to self-efficacy, when parents possess higher knowledge, skills, and
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abilities for specific academic subjects, they are more prone to commit to involvement in these
subject areas, especially when time and energy are available to do so (Hoover-Dempsey et al.,
2005; Ma et al., 2016; Watson et al., 2012). Conversely, when parents lack specific academic
competencies, the time and energy to be involved based on family or work requirements, or
when constrained by the tyranny of distance from the child’s school, parents are forced to tailor
their involvement to account for these cognitive and spatial barriers (Green et al., 2007;
Hernandez, 2017; Yotyodying & Wild, 2016). Important to note is that life context aspects not
only apply to a parent’s decision to become involved but also contribute significantly to how
parents intend to be involved in a child’s academics (Hoover-Dempsey and Sandler, 1995;
Hernandez, 2017; Watson et al., 2012)
Skills and Knowledge. Many criteria associated with educational familiarity or lack
thereof, referred to as knowledge capital, contribute to a parent choosing to participate or avoid
partaking in a child’s academic routine (Austin, 2018; Hoover-Dempsey et al., 2005; George
Mwangi, 2015). The criterium that research tends to find most relevant to skills and knowledge
is the parent’s education level (Otani, 2019; Pribesh et al., 2020; Williams et al., 2017). This
correlation is evident for two reasons. First, if a parent has completed the level of education in
which the child is now engaging, the assumption of most involved is that the parent has the
commensurate experience to help generally guide the child within that broad environment
(Cartmel, 2015; Ma et al., 2016; Otani, 2019). Second, if the parent has completed that level of
education, the child and, more importantly, the parent, often assume that the parent possesses the
specific requisite skills and knowledge to assist the child academically in a successful way
(Bandura, 1977; Martinez et al., 2020; Sollito et al., 2018).
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A recent study into college parental participation from parents’ perspectives indicated
that when mothers or fathers feel they have high knowledge and skills, they do not necessarily
have to be invited by the child to become or remain involved (Austin, 2018). The potential
conflicts this may cause at any level, including the postsecondary level, will be discussed later.
Conversely, suppose a parent did not complete the corresponding level of education. In that case,
the parent may believe they are not qualified to assist the child, like teachers with undergrad and
graduate degrees can (Hornby & Lafaele, 2011; Vang, 2019). Similarly, as experts with
advanced educational experiences and current classroom content knowledge, teachers may not
support an environment that invites or involves parents who do not have what they believe to be
the requisite skills and knowledge (Durisic & Bunijevac, 2017).
Other criteria that researchers identify as routine inhibitors to parental academic
participation are fear of knowledge deterioration, advancement of older subjects to new levels
based on new knowledge, the inclusion of new topics or methods, and psychological or cultural
barriers (Hernandez, 2017; Hoover-Dempsey & Sandler, 1995; Nelson, 2019). Suppose parents
feel they have not retained relevant knowledge by continuing their education or self-learning. In
that case, parents often feel they no longer possess the requisite subject mastery to mentor their
child and, as a result, are less prone to inject themselves into the child’s academics (Durisic &
Bunijevac, 2017; Porter-Deal, 2017; Rowan-Kenyon et al., 2008). Instead, they frequently only
participate in areas where they feel more knowledgeable, shying away from direct involvement
in areas where they feel less knowledgeable, fearing embarrassment or disappointing the child by
not knowing the material (Green et al., 2007; Nelson, 2019; Rodriguez-Kufner, 2016). Similarly,
as academic material evolves based on new methods or new material is introduced based on
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recent research, parents may feel inadequate in helping their students, even if they have
experienced a similar level of education in the past (Smith, 2017; Vang, 2019).
Time and Energy. Two relatively unconditional requirements for active and effective
academic support are the parent’s time and energy availability to become and remain effectively
involved. Unlike role construction regulating obligation level and self-efficacy determining
confidence level or skills and knowledge enabling or inhibiting success, external and often
uncontrollable factors determine time and energy availability. Parental demands that serve as
barriers to child educational involvement include job requirements, broader family
responsibilities, religious and community obligations or volunteer activities, and personal health
conditions (Hernandez, 2017; Lasater, 2016; Nelson, 2019). These other demands can consume a
parent’s limited time and energy, leaving little opportunity or flexibility for a parent to take a
direct, motivated, and productive role in their child’s academic success.
Time is a finite resource that is socially constrained, and as a result, attempting to meet
responsibilities within limitations can be exhausting for many parents (Hernandez, 2017;
Hoover-Dempsey & Sandler, 1995). Society tends to constrain time available by placing
expectation limits on the days of the week and times during which many activities must occur.
These constraints include work hours for most, when schools are in session, and when people
must manage many other competing demands like healthcare and financial matters (Williams et
al., 2017; Yotyodying & Wild, 2016). As a result, parents must routinely make tough decisions
on how they spend their time fulfilling often-competing demands, including if and when they
participate in their child’s education (Krage, 2018; Lasater, 2016; Walker et al., 2011). For
many, especially those “focused on survival rather than involvement,” and therefore often forced
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to work late or those who simply cannot take time off, the only feasible option is home-based
educational support when they can find time (Rowan-Kenyon et al., 2008, p. 575).
Empirical research consistently shows that time and energy are the most significant
barriers for parents who do not actively participate in their child’s education. Specifically, in two
different studies, Hoover-Dempsey and Sandler, with a diverse group of research peers, found
that parents’ perception of lack of time and energy was the most consistent inhibitor to their
involvement (Green et al., 2007; Hoover-Dempsey & Sandler, 2005). A similar set of three
recent qualitative studies into parental involvement found commensurate results. Specifically,
Hernandez (2017) found that lower-income families working long hours or two jobs to make
ends meet could not manage their child’s education needs. Similarly, in attempting to help a
local middle school design a program to help Latino parents become more involved in their
children’s education, Rodriguez-Kufner (2016) learned that the most dominant theme among
parents who seldom participate in their child’s education was the inability to overcome time
constraints. Finally, in researching parental involvement perceptions to identify increased
engagement strategies, Nelson (2019) found that two dominant themes among non-participative
parents were that they were too busy or had too many conflicts to do so.
This research anticipated that two additional factors affect time and energy at the
postsecondary level. First, unless the child attends a local college or university, distance adds a
significant amount of required time and energy for parents to remain directly and actively
involved in academics. Second, although higher education institutions want parents to be part of
their child’s college preparation, selection, and transition, most do not consider parental
classroom participation or direct academic support appropriate (McElrath, 2020). Therefore,
most parents shift from active to passive educational participation or risk becoming what
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students may view as over-involved parents (Bradley-Geist & Olson-Buchanan, 2014; Schiffrin
et al., 2014; Wu et al., 2015) as a lived experience among students that this research analyzed.
Correlating Factors Underpinning Parental Involvement Strategies
Consistent with Hoover-Dempsey’s and Sandler’s (1995) theory of parental involvement,
two underpinning life context factors associated with making an education involvement decision,
as described previously, play significant roles in education involvement—parental education
level and socioeconomic status or SES. The education level that a mother or father has
personally achieved tends to directly correlate to the parental involvement level in which the
parent participates in a child’s education (Affuso et al., 2017; Green et al., 2007). On the other
hand, other SES factors, including occupation, associated income level, family social standing,
physical and mental health status, and linguistic capabilities, more often play an indirect role in
the desired level of parental involvement (Castleman & Page, 2017; Wu et al., 2015). It is
important to note that although lower education and SES levels are relatively consistent with
lower parental involvement, the correlations are not absolute. Involvement can occasionally
counter the norm when parents greatly aspire for higher education attainment for the child or
invest financially in the child’s higher education level to obtain a higher future SES (Boonk et
al., 2018; Cooper, 2017; Degol et al., 2017).
Parent Education Levels
Parents’ education level, tied to role construction based on values, self-efficacy attributed
to confidence level, and knowledge related to life context, plays a notable role in their
willingness to be involved in their child’s education (Austin, 2018; Affuso, 2017; Hamilton et
al., 2018). More simply put, parents’ own educational experiences tend to dictate their actions.
According to Bandura (1977), individual performance accomplishments, referred to as the
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mastery of experience, is the most dominant contributor to a higher sense of self-efficacy.
Applying this well-supported behavioral correlation to parental education support, mothers and
fathers tend to be more motivated to supervise, counsel children, and help mentor them through
school activities and events if they have experienced those activities in the past (Boonk et al.,
2017; Walker et al., 2011). In contrast, parents who did not graduate high school or attend
college are often apprehensive about supporting an experience directly and openly that they did
not have themselves (Austin, 2018; Green et al., 2007; Hoover-Dempsey & Sandler, 1995).
Another moderating factor influencing parental academic involvement based on
education level is the contextual outcome of the parent’s personal experience. Specifically,
suppose a parent achieved a particular education level and remembers that experience positively.
In that case, their self-efficacy levels tend to be higher than parents who remember an
unexceptional experience prompting them to provide advice and mentorship more openly at that
level for a child (Green et al., 2007; Hoover-Dempsey & Sandler, 1995). Commensurately,
parents who endured a negative lived experience at a particular education level often feel
apprehensive about assisting their child in navigating learning activities at that level in fear of
enabling a negative lived experience for their child (Affuso et al., 2017; Hornby & Lafaele,
2011; George Mwangi, 2015).
Empirical research supports how parental education level is a high predictor of
proportional parental involvement (Berryhill, 2017; Boonk et al., 2018; Williams et al., 2017).
For example, Boonk et al. (2018) conducted a robust meta-analysis of 75 research endeavors
between 2003 and 2017 to determine K-12 correlations between parental involvement and
impacts on academic achievement, with parent education as mediating or moderating factors for
involvement within many of the studies analyzed. Two valuable points emerge from this meta-
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analysis. First, parental education-involvement correlations were highest concerning mothers’
education levels as primary support providers (Boonk et al., 2018). Second, these correlations
were not always present, primarily when other parental motivators like child invitations or school
invitations existed or when the student possessed high academic abilities and self-regulation
skills (Book et al., 2018). Where researchers utilized parent education data, lower knowledge and
experience levels often served as a statistically significant mediator hindering parental
participation or a considerable moderator that greatly influenced parents' positive and proactive
educational involvement relationships with higher education levels (Boonk et al., 2018).
Four studies between 2016 and 2020, two focused on K-12 and two on the college level,
emphasize the correlation between parent education and student academic success (Castleman &
Page, 2017; Hamilton et al., 2018; Pribesh et al., 2020). Studying 5107 elementary school
children to determine how family factors affect academic outcomes, Pribesh et al. (2020) found
that parental education level was one of the most statistically significant variables on two
subscales, including parental involvement likelihood and higher academic outcomes. Similarly,
studying the motivation beliefs of 107 parents, Brown (2016) found that parents’ education level
shared a statistically significant correlation between parent education and four school
involvement variables. The variables that coincided with parents completing college included
higher academic role construction, higher valance toward school, higher self-efficacy for
academic involvement, and a higher likelihood of providing a child home-based educational
assistance (Brown, 2016).
Two recent studies on parent education level related to higher education involvement
support the correlation between parents’ education level and how parents engaged in their child’s
education. Analyzing a sample of 4,754 college-intending high school seniors in five
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Massachusetts high school districts, Castleman and Page (2017) found that only 66% of firstgeneration students enrolled on time, whereas 80% of students whose parents had participated in
college enrolled on time. Among the possibilities for increased enrollment, Castleman and Page
(2017) concluded that parental expectations and associated levels of support were higher for the
group of students with degree-holding parents. Similarly, studying 28 families whose parents
earned college degrees compared to 13 families with parents without them, Hamilton et al.
(2018) found that degree-holding parents tended to serve as college concierges providing
academic, social, and social follow-on career support. In contrast, many of the parents who had
not attended college remained outsiders, utterly unfamiliar with and, as a result, often highly
distrusting of the institution, with many considering themselves unequipped to assist adequately,
with several expecting their student to drop out (Hamilton et al., 2018).
Family Socioeconomic Status (SES)
A family's socioeconomic status or SES is a parallel factor that routinely affects parental
involvement as a contributor to role construction and self-efficacy, albeit more indirectly than
parent education. SES is a composite of occupation, income, social standing, health status, and
linguistic aptitude in one family position within a shared social hierarchy (Boyle & Benner,
2020; Murayama et al., 2016; Yotyodying & Wild, 2016). SES levels tend to reproduce
generationally, meaning families generally remain where they are within this social structure,
moving up or down relative to their peer group based on incremental success or lack thereof
across the breadth of these many related categories (Bandura et al., 1996; Li & Fischer, 2017;
Morgan, 2017). Many researchers and sociologists equate SES level to social, economic, and
cultural capital built on both resources and information access that families can apply in various
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family-related environments and scenarios to influence more desirable outcomes for their family
members (Cooper, 2017; Degol et al., 2017; Hamilton et al., 2018).
Research indicates that lower SES, related to parental education involvement, correlates
to lower levels of parental participation, whereas higher SES habitually relates to higher
involvement rates (Castleman & Page, 2017; Wu et al., 2015). As a result, a high correlation
exists between students from lower SES families and high school and college dropout rates
(Affuso et al., 2017; Wu et al., 2015). A similar correlation exists in that students from lower
SES families often decide against pursuing postsecondary education even though the student is
academically capable, regardless of how the family is eligible for grants that would pay for some
or all of the student’s college education. (Fischer et al., 2019; George Mwangi, 2015).
However, lower SES occasionally motivates increased parental involvement under two
circumstances found in the literature unrelated to role construction or self-efficacy. According to
Bandura et al. (1996), lower SES levels can increase parental academic aspirations in light of a
child’s college opportunity to better the child’s future. This unique motivation prompts parents
who lack lived experience to seek out the knowledge needed on their own, to maximize the use
of educational support services to assist their children and to allow friends and family members
with lived experience to serve as parental proxies (Cooper, 2017; Degol et al., 2017; Fingerman
et al., 2016).
Similarly, parents who invest their funds or incur financial liability for student loans tend
to exercise increased involvement to encourage maximum student effort and effectively monitor
progress (Castleman & Page, 2017; Lowe et al., 2015). Interestingly, this motivation applies to
parents who have attended college and have not attended college (Lowe et al., 2015; Murayama
et al., 2016). These behavioral exceptions were helpful for this research because they highlight
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how parent role construction aligns with college students’ views of their parents’ roles in their
education.
Parental Academic Involvement Strategies
Committing to actively participating in a child’s education, parents must determine the
best strategy for that involvement. More specifically, parents must decide which home-based and
school-based activities will best facilitate their desired return on investment toward the child’s
academic success (Boyle & Benner, 2020; Hoover-Dempsey & Sandler, 1995; Park & Holloway,
2018). As the child’s educational needs and desired level of support evolve, so does the
academic environment as well as the parent’s motivation, time, and energy to participate
effectively, prompting the need for parents to reevaluate their involvement plan periodically and
adjust their actions appropriately (Ishimaru, 2019; MacIver et al., 2015; Watson et al., 2012).
Pre-college Parental Involvement
Consistent with empirical studies, as children build self-efficacy and become more
independent and self-determined, their needs and desires for support from others, including
parents, also change. (Ryan & Deci, 2000, 2017). Appropriately in most cases, as described in
Hoover-Dempsey’s and Sandler’s (1995) theory of parental involvement, parents adapt their
forms of participation, the mechanisms through which they contribute, and adjust their
involvement strategies to fit better with child and school expectations (Green et al., 2007). The
following review of the literature examines how those parental involvement strategy adjustments
occur at the primary and secondary levels, providing temporal context toward a better
understanding of parental involvement at the postsecondary level.
Elementary School Involvement. Research consistently indicates that parental
involvement in education is the most common and with the most significant positive impact at
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the elementary level when students' cognitive, emotional, and behavioral development is most
significant (Degol et al., 2017; Waithaka et al., 2017). Correspondingly, studies routinely
indicate that parental involvement at this stage positively correlates with higher academic
achievement (Affuso et al., 2017; Fischer et al., 2019). Various Meta-analyses into parental
involvement effects indicate several notable findings at the primary school level support this. For
example, Boonk et al. (2018) found in 22 studies focused on elementary parental involvement
that parental expectations and aspirations for a child to learn were the strongest predictors of
academic success and, further, that parental focus on literacy and math contributed to the most
significant positive variance in academic achievement. Similarly, Jeynes (2015) found in
reviewing 66 studies that high involvement levels by both parents in elementary school
consistently yielded far better student academic results than when fathers were disengaged.
However, positive outcomes at the primary school level are not universal. Several studies
indicate that some minority and lower SES families believe public schools are primarily
responsible for their child’s education (Hamilton et al., 2018; Jeynes, 2016, 2017). This belief
emphasizes the critical need for collaborative school programs to improve families’ parental
engagement for those who abdicate their education responsibilities (Boonk et al., 2018; Ishimaru,
2019). Without these programs, elementary students with parents lacking the skills or tools to
intervene positively in their education, as well as students with parents lacking the motivation to
provide academic direction, will continue to underperform compared to their peers from
knowledgeable, confident, and more engaged families (Li & Fischer, 2017; Otani, 2019; Tan et
al., 2020).
Middle and High School Involvement. Studies show that parents’ successful academic
involvement strategies during elementary school are less effective and often seen as
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inappropriate or unwelcome by middle and high school students (Degol et al., 2017; Jeynes,
2015; Mailhot & Feeney, 2017). Specifically, as children become older, building self-efficacy
and self-determination, they desire greater independence, autonomy, and personal responsibility
(Castleman & Page, 2017; Green et al., 2007; Walker et al., 2005). Therefore, the most
successful parental involvement strategies at the secondary level emphasize home-based
assistance focusing on monitoring and assisting in ways that support autonomy rather than
school-based involvement (Affuso et al., 2017; Boonk et al., 2018; Jeynes, 2015).
In 2007, twelve years after developing the parental involvement theory, Hoover-Dempsey
and Sandler conducted an empirical test of their theoretical model to determine its ability to
predict parental involvement categories and whether involvement strategy requirements were
different at the primary and secondary levels (Green et al., 2007). They confirmed that homebased and school-based involvement as exclusive categories sufficiently captured the spectrum
of parental involvement. More importantly, they learned that parental role constructs that
dictated appropriate involvement differed at the elementary, middle, and high school levels
(Green et al., 2007).
Findings were that children in adolescence focus more on peer relationships in school and
less on parent-student relationships, which reduces the expectation for parental academic
involvement (Green et al., 2007). This shift emphasized the need for parents to incrementally
adjust their strategic role from school-based to home-based involvement as their child progressed
through secondary school (Green et al., 2007). More importantly, the research indicated that
parents should provide children additional space as appropriate when they advance their study
acumen and independence to manage their academics without direct assistance from their parents
(Green et al., 2007).
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Similarly, in a meta-analysis of 33 studies conducted between 2003 and 2017 focused on
secondary education, Boonk et al. (2018) found that children experience adverse feelings when
parents micromanage homework or communicate directly with teachers or schools without an
invitation to do so. These actions by parents often catalyze becoming overly controlling,
applying academic pressure, or demanding higher performance (Boonk et al., 2018; Degol et al.,
2017; Jeynes, 2015). These research findings focused on secondary school underscore how
parents’ academic involvement forms and mechanisms that comprise their involvement strategies
must change over time to remain appropriate for the child’s education level (Hoover-Dempsey et
al., 2005; Walker et al., 2011). Based on these findings, this research placed significance on
identifying and analyzing how students as emerging adults view parental role constructs and
involvement strategies differently at the college level as they enter an environment where
independence and personal growth are center stage.
Postsecondary Parental Involvement
The postsecondary environment continually evolves in ways that alter college life’s
culture and character, requiring understanding and adaptation by relevant stakeholders,
especially parents. Central to this study, parental involvement in a child’s college education and,
specifically, in their academics is part of that evolution. This research examined how and why
those strategies may lead to negative experiences when the child sees them as inconsistent with
their desires for involvement. The following two sections review recent research into
overparenting and under-parenting concerning college academics.
Characteristics of College Over-involvement. Over-involvement occurs when parents
insist on participating beyond the level desired by college students as emerging adults (Hamilton
et al., 2018; Lowe et al., 2015). Among colloquial terms like tiger parents demanding high
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success from their child, lawnmower parents running interference in their child’s life path, and
snowplow parents trying to remove obstacles from their child’s life journey, the most common
term used to describe overparenting at the college level is helicopter parenting (Bradley-Geist &
Olson-Buchanan, 2014; Schiffrin et al., 2014). A helicopter parent is a parent who hovers over a
child, exercising control over their decisions, actions, and activities in any area, especially in the
realm of education (Howard et al., 2019; Mailhot & Feeney, 2017; Pizzolato & Hicklen, 2011).
As discussed, concerning self-efficacy as a motivation factor of parental involvement, as students
age, they increasingly desire an inherent sense of autonomy, competence, and the associated
level of respect commensurate with exercising these responsibilities (Bandura, 1977; Bandura et
al., 1996; Chapman, 2019). For college students as emerging adults in a new environment seen
as personally responsible for their behavior, the impacts of denying these desires can be pretty
harmful (Garrett, 2015; Lowe et al., 2015).
A few recent studies into college parental over-involvement have identified adverse
outcomes similar to those for K-12 students, including anxiety, depression, and lack of
motivation that may lead to more significant challenges ranging from lower academic success to
dropping out (Howard et al., 2019; Lowe et al., 2015; Schiffrin et al., 2014). The worst outcomes
resulting from overparenting identified by Howard et al. (2019) for college students as young
adults were increased recreational drug use, narcissistic traits, and lower life satisfaction.
Therefore, the range and severity of negative impacts due to parental over-involvement
warranted in-depth analysis to generate practical solutions and awareness for parents who lack an
understanding of how this phenomenon materializes for first- and second-year college students.
This awareness may facilitate those parents adopting more appropriate involvement strategies
tailored to students’ needs.
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Characteristics of College Under-involvement. Much like over-involvement, parental
under-involvement in a child’s college experience, including academics, can inhibit students
from making the psychological adjustments required, often resulting in a lack of persistence to
complete college (Hamilton et al., 2018; Wilson & Gross, 2018). As with K-12 parental underinvolvement, there is a practical, theoretical parallel for parents' lack of supportive behaviors
associated with lower self-efficacy, most often in correlation with lower SES and parent
education levels (Bandura et al., 1996; Fischer et al., 2019). Often seen as college outsiders,
some minority parents and those with lower SES backgrounds lack the education cultural capital
based on a lack of lived experience to encourage effectively, support, and actively participate in
their child’s college education (Fischer et al., 2019; Hamilton et al., 2018; Ory et al., 2017).
Anticipating that under-involvement in college is more prolific than over-involvement,
this study sought to identify if limiting factors exist and, if so, how those factors played a role in
first- and second-year college students’ experiences. In turn, identifying additional limiting
factors that may exist could help parents internalize what support behaviors college students
desire, rather than parents blindly applying negative involvement strategies. In obtaining this
new knowledge, the long-term goal is to use these findings to energize parents to seek the
information and resources necessary to implement an appropriate involvement strategy
consistent with their children’s needs.
Summary
A close review of the literature on parental involvement in education emphasizes a
growing challenge in higher education in how parents approach participation in their children’s
college academics. To better understand parent-student relationships at the postsecondary level,
this chapter synthesized the Hoover-Dempsey and Sandler (1995) parental involvement theory,
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its relevance to the research, and how this inquiry relies on the theoretical framework to gain
new knowledge about college parental involvement strategies. Additionally, this chapter
provided an informative summary of what educators and researchers currently know about
parental academic involvement.
This review highlighted that parents often view their role in a child’s academics
differently and that many factors contribute to the involvement decision at varying education
levels (Hoover-Dempsey & Sandler, 1995, 1997; Castleman and Page, 2017; Fischer et al.,
2019). Specifically, we reviewed the literature on how role construction (Biddle, 1979), selfefficacy (Bandura, 1977, 1995), knowledge, time, and energy (Austin, 2018; Hoover-Dempsey
& Sandler, 1995; Morgan, 2017) combined with school and student invitations play a role in
parents’ decision calculus. Relevant to these factors, this chapter captured how parents’
education level (Affuso et al., 2017; Green et al., 2007) and SES underpin the spectrum of
factors toward making that decision (Boonk et al., 2018; Cooper, 2017; Degol et al., 2017).
Further, this review highlighted that parental involvement strategies could easily manifest
themselves as over-involvement or under-involvement from the student’s view when parents do
not fully consider their responsibilities in a way that is commensurate with the child’s desires as
an emerging adult (Boonk et al., 2018; Hamilton et al., 2018; Hoover-Dempsey & Sandler,
1995). Finally, based on this review, we know how parental involvement strategies at lower
grade levels are expectedly different and often increasingly inappropriate at higher levels (Degol
et al., 2017; Mailhot & Feeney, 2017).
Little research into the negative aspects of postsecondary parental academic involvement
exists, with little to no insight into the students’ perspectives based on their lived experiences.
Therefore, leading into this study, what remained unknown is how college students’ views of
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parental involvement contrast with parents’ motivational beliefs and how parents’ behaviors and
actions diverged from students’ actual invitations for participation at the postsecondary level. It
was also unknown how college students and their parents’ self-efficacy levels might conflict,
resulting in under- and over-involvement. Finally, we did not know how parents’ academic
involvement mechanisms were inconsistent with students’ views of an appropriate involvement
strategy. By helping fill these knowledge gaps, this research helps describe the experiences that
first-year college students experience when dealing with what they view as negative parental
academic involvement.
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CHAPTER THREE: METHODS
Overview
The purpose of this hermeneutic phenomenology is to describe the lived experiences of
first- and second-year college students who encounter negative parental academic involvement.
Conducting this research required defining and implementing detailed and empirically sound
analysis supported by understandable and replicable research methods underwritten by trust and
ethical scrutiny. The purpose of this chapter is to provide those comprehensive descriptions,
including explanations of qualitative hermeneutic inquiry as the research design, the research
questions, and a detailed description of the setting as a cross-section of three diverse higher
education institutions and the participants as first-year or second-year traditional college
students. This chapter includes my relative position to the research, background, predispositions,
and role as the researcher, as well as the procedures followed, including detailed descriptions of
student journal prompts, personal interviews, and focus groups as the data collection methods I
used. This chapter concludes by explaining how all research efforts remained trustworthy
through credible, transferable, dependable, and confirmable practices and how this study
ethically managed the study process, research data, and participant identities.
Research Design
This research was qualitative, using hermeneutic phenomenology. Unlike quantitative
methods, qualitative research does not intend to prove or disprove hypotheses. Instead,
qualitative scholarship seeks to make the lifeworld visible to make sense of it and, when possible
and appropriate, transform others’ thoughts and actions based on the findings qualitative research
provides (van Manen, 2016a, 2016b). Analyzing why some parents lack the necessary
consciousness of what first- and second-year college students view as negative parental academic
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involvement requires a third-party vantage point that only qualitative research can provide. A
qualitative inquiry was most appropriate for this study because it intended to acquire rich
experiential data in a natural setting that, when synthesized, contributed to a clearer
understanding of how parental involvement in a student’s college academics affected the student
in an often personal and protracted way (Adams & van Manen, 2017; Creswell & Poth, 2016).
Explicitly designed for small sample groups, the phenomenological approach analyzes
subjects' patterns and relationships based on their lived experiences (Creswell & Poth, 2016; van
Manen, 2016a, 2016b). When examined closely, these patterns and relationships identify the
unique phenomena associated with those experiences (Creswell & Poth, 2016; Errasti-Ibarrondo
et al., 2018; Quay, 2016). Consistent with the phenomenological method, this study identifies
themes associated with students’ perceptions of the parents’ roles, how parents apply an
involvement strategy based on that perceived role, and how those strategies align or conflict with
students’ desires and expectations for participation. With this goal for the study, phenomenology
best fits the purpose of understanding students’ lived experiences based on an inductive
investigative process that will provide potential remedies to this unique problem set (Moustakas,
1994; van Manen, 2016a).
Phenomenology is ideal for this research based on its unique alignment with social
science professions like teaching, psychology, law, and others (van Manen, 2016a, 2016b).
Within this paradigm, the phenomenological research approach accepts and explores the
presence and meaning of multiple realities derived from varying education levels, personal
experiences, and access to relevant information (van Manen, 2016b). This research assumed,
based on previous investigations into secondary school parental academic involvement (Degol et
al., 2017; Mailhot & Feeney, 2017), that a notable disparity exists between the reality of some
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parents and the lifeworld reality of college students. The rationale for choosing the hermeneutic
construct was that this study is descriptive of lived experiences and interpretive of the unique
themes and patterns across the group of participants (Adams & van Manen, 2017; Creswell &
Poth, 2016). In this case, by vividly describing the dynamics of contemporary parental
involvement in college academics and interpreting how that involvement affects students’
feelings, decisions, and actions, we can infer meaning helpful to parents and other college
stakeholders toward providing better post-secondary academic support.
Research Questions
A central question supported by three sub-questions drives this research toward rich and
meaningful lived experiences (van Manen, 2016b). These fundamental questions are grounded in
Hoover-Dempsey and Sandler's (1995) parental involvement model most relevant to the college
environment. In answering these questions, this study identifies the essence of lived experiences
so that parents can internalize students’ perspectives personally rather than apply their own. The
central research question and three supporting sub-questions follow:
Central Question
What are first- and second-year college students' experiences with negative parental academic
involvement?
Sub-question One
How do students describe parental academic over-involvement?
Sub-question Two
How do students describe parental academic under-involvement?
Sub-question Three
How do students describe optimal parental academic involvement?
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Setting and Participants
The research setting for this study included three college campuses in the southeastern
United States, one large community college (CC), one large state-run public university (SU), and
one large private university (PU). This diverse cross-section of post-secondary campus
environments allows for the triangulation of data from various settings to increase the credibility
of the rich experiential data collected and, as a result, increase meaningful understanding for
parents and others that this research will generate (Heindel, 2014). This approach mitigated
limitations associated with demographics and SES as a proximate control for institutional type.
Community College (CC)
CC serves over 40,000 full and part-time students, with just under 5,000 full-time
undergraduate students taking classes on campus. Academic programs at CC consist of various
associate degrees, professional certificates, and continuing education curricula. As a state-funded
two-year public institution, a Board of Trustees governs CC with full authority to manage and
administer the institution through four board-appointed leaders, including the President and three
Vice Presidents. CC has open enrollment like most community colleges, meaning anyone can
apply, pay, and attend without prerequisites except a high school diploma for associate degree
programs. The size of the campus is a modest 150 acres.
CC was an excellent candidate for this research based on its high racial and gender
diversity, lower SES population than other schools, and many full-time students living at home
with their parents. Among the three campuses chosen, CC is by far the most diverse. Divided
among approximately 60% women and 40% men, the racial diversity at CC includes a study
body that is roughly 40% white, 40% black, 10% Hispanic, 2% Asian, 2% American Indian or
Alaskan, and the remaining 5% divided among other much smaller ethnic groups. Additionally,
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full-time tuition is only ~$2,500 per year. Student families' median annual household income is
~$50,000, and 65% of students receive federal Pell Grant financial aid, making CC the lowest
SES group among the three campuses. Finally, because CC does not mandate that unmarried
first-year students under 25 years of age live in campus dorms as SU and PU do, the opportunity
for physical student-parent interactions is much higher at CC.
State University (SU)
Like CC in student body size, SU has an enrollment of just over 35,000, divided between
10,000 graduate and 25,000 undergraduate students, with gender ratios relatively evenly split
between men and women. The population of full-time undergraduate students at SU is almost
three times that of the CC at approximately 13,000 students. The university includes nearly a
dozen colleges and schools, including its sizable graduate school. Demographically, the SU
student body is far less diverse than CC, at an estimated 70% white, 5% black, 5% Asian, 5%
Hispanic, and the remaining nearly 20% divided among other ethnicities.
The annual tuition rate in 2020 was triple the cost of CC for in-state students, and all
single first-year students under the age of 25 are required to live in campus housing at a rate of
just over $10,000 per year. The median household income of student families is more than
double that of CC, and the percentage of students receiving Pell Grant financial aid is roughly
25%. As a large institution, a board of trustees administers SU. University officials appointed by
the board of trustees include a Chancellor, numerous vice-chancellors, and several provosts
collectively managing the 2000+ acre campus.
SU was an ideal campus environment for this research based on its high potential to
provide meaningful lived experiences because of its mid-range admissions standards, mid-range
tuition cost, and on-campus living requirement for traditional first-year students. Compared to
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most schools of similar size and reputation, SU has a reasonable acceptance rate of just over
40%, making it sought after as a well-known and highly-ranked state institution. Although
tuition is not as affordable as CC, it is far more affordable for students and their families than PU
discussed later, making it a reasonable post-secondary choice for the number of students
receiving financial aid. Instead, students attending this institution receive significant assistance
through grants, personal loans, and parents sharing the financial burden for their tuition.
Combined with the requirement for traditional first-year students to live on campus away from
families at a high cost, these factors created ample opportunity for dynamic and diverse studentparent relationships. These relationships contributed significantly to analyzing students'
experiences that describe what they viewed as negative parental academic involvement and how
it led to adverse outcomes.
Private University (PU)
PU is the smallest of the three institutions, with a student body of just under 6,500
enrolled, divided between 2,200 graduate students and 4,300 undergraduate students, of which
3,500 are full-time undergraduates taking on-campus courses. PU boasts eight colleges and
schools, including a sizable graduate school. The gender and ethnic ratios at PU are similar to
CC, with just under 60% females and just over 40% males, among whom approximately 60% are
white, 15% are black, 7% are Hispanic, 3% are Asian, and the remaining 15% of students
comprise other ethnicities. The acceptance rate at PU for on-campus undergraduates is relatively
high at approximately 75%, providing a unique set of participants, noting that financial
affordability is a significant consideration for applicants.
In terms of financial costs, the 2020 tuition rate at PU was over triple that of SU at an
estimated $35,000 per year, making it ten times the CC’s attendance cost. Like SU, PU requires
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most unmarried first-year students to live on campus at ~$12,500 per year for room and board.
However, unlike SU, PU also requires most unmarried second and third-year students to live in
campus dormitories. Making the financial burden more difficult for families to manage
independently is that the median family income of students at PU is approximately $75,000,
which is mid-range between CC and SU, resulting in nearly 40% of students qualifying to
receive Pell grants to subsidize expenses. Based on the student body size, the governance
structure at PU is the most robust among the three campuses chosen for this research. PU
governance includes a Board of Trustees, a Chancellor, a President, an Executive Vice President,
a Provost, and half a dozen vice presidents managing a mid-sized 850-acre campus.
PU’s student body was ideal for this research because of the uniqueness it provides the
study as a small and diverse private institution. Although not quite as diverse as CC, PU shares a
total diversity ratio similar to SU and the on-campus freshman living requirement, creating
physical distance between students and parents. The time and space between parents and students
at PU extend significantly beyond that at SU, with most students required to live on campus for
six full semesters until their senior year. Although PU is the most expensive of the selected
campus settings, unlike SU and CC, it relies primarily on direct revenue for operations.
The median family income of ~$75,000 at PU is uniquely in the middle to lower-middleclass income range (Gleckman, 2018). This family income rate indicates how nearly 40% (15%
more students than SU students) receive Pell grants. That said, the 2021 maximum allowable Pell
Grant award is $6495 (Kerr, 2021), leaving students and their families considerably reliant on
other means of funding, including scholarships, grants, and loans for students to afford tuition
and room and board costs at PU. These unique characteristics provided a high opportunity for
collecting deep and rich lived experiences that may not be available at CC and SU.

72
Participants
Because phenomenological studies are purposeful toward a holistic account of the
various phenomena relevant to the research subject, there is no prescribed sample size (Creswell
& Creswell, 2018; Patton, 2015). Instead, the recommendation is that a study includes as many
participants as necessary to garner the required lived experiences that span the likely themes
expected, based on the literature supporting the research and the study environment (Creswell &
Poth, 2018; van Manen, 2016b). Focused on students who view parents as over-involved and
under-involved, this research required 12 to 15 traditional first- and second-year college students
attending residential courses full-time to gain the diverse experiences necessary to describe the
likely phenomena. A traditional first or second-year student is defined as one in their initial or
subsequent year of post-secondary education after graduating high school. Initial recruitment of
potential participants occurred following IRB approval (see Appendix A) and with CC, SU, and
PU administration approval, using a combination of convenience and snowball sampling
techniques.
Researcher Positionality
Reflecting on my lived experience as a source of ontological meaning for this research,
my ever-increasing interest in parental education involvement has matured for decades. I am
acutely aware that family circumstances are different, and those circumstances matter. As the
middle child of three children born to humble parents stricken with grief at the loss of my
younger sister when I was 12 and battling alcoholism ever after to cope, involvement in my
education was cursory at best. I fully understood and accepted this reality, never expecting more
from my parents or craving pity from others. Instead, I remained quietly envious of friends
whose parents made every teacher conference, PTA meeting, and sporting event. Consequently,
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academics did not become a valued interest until I pursued a postsecondary education while
working full-time with three young children of my own. As a newfound scholar with an educated
wife as a teacher, I understood that my children deserved my active educational support.
My research passion for postsecondary parental academic involvement, emanating from
lived experience, formed three ago when my son began college. Confident of my role with an M.
ED, I supported his college experience positively, abdicating interest in grades or coursework
based on his high responsibility and impeccable high school GPA. After his first year of a
problematic program, I learned that he often felt intellectually overwhelmed, depressed, and
academically abandoned by his parents. Quickly shifting my involvement strategy to assure him
I was fully vested in his academic success, we began discussing abiding concerns for several of
his peers’ experiences. Many of his student counterparts were experiencing emotional trials
based on both hyper-involved parents and parents who were completely disengaged. Beginning
my doctoral program the same semester, I uncovered the many diverse ways parental
involvement strategies affect children’s academic success.
For example, reading research findings on single versus multiple-parent approaches, I
learned how dual-parent participation is vital to the growth mindsets of some college students
(Waithaka et al., 2017). I began understanding how some mothers share peer-like bonds with
daughters attending college (Cooper, 2017). Additionally, I learned how minority students
perceive optimal parental involvement differently than white students (Jeynes, 2016, 2017).
Unfortunately, these college involvement examples rely on quantitative correlations or
qualitative perceptions of parents and educators. The lack of inquiry into the college students’
lived experiences energized me to research the nature and meaning of how first- and second-year
college students intellectualize and cope with negative parental academic involvement.
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Interpretive Framework
The interpretive framework that guided this study is social constructivism. As an
educational paradigm highly relevant to qualitative research, the constructivist approach attempts
to understand how people construct different realities based on social and historical interactions
over time (Creswell & Poth, 2018; Ralph, 2018). In other words, the social constructivism
paradigm accepts that multiple realities exist based on the complexity of an individual’s unique
experiences and perspectives (Creswell & Creswell, 2018; Creswell & Poth, 2018). This research
aimed to understand and, based on that appreciation, apply meaning to the participants’ views of
negative college parental involvement through the social constructivist lens. Using the rich
understanding of the nature and meaning of negative parental academic involvement, we can
better design human science-oriented solutions to solve the problems between parent and student
views on what constitutes optimal parental academic involvement.
Philosophical Assumptions
I acknowledge that I brought several philosophical assumptions to this research that could
have easily created bias within the various phases of qualitative inquiry. These assumptions
emanate from my many experiences as a soldier, educator, father, and lifelong social science
student, among other individual ventures. Openly acknowledging these assumptions, I was better
able to disallow them from shaping my research approach and skewing the analysis, findings,
and interpretations. Following is a list of potentially prejudiced beliefs and how I approached
them to remain unbiased in researching parental academic involvement.
Ontological Assumption
First, indicative of my son's lived experience and inferred peer-parent relationship
appraisals was the ontological assumption that the lenses through which I, other parents, and
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students view parental academic involvement were likely different (Creswell & Poth, 2018). This
assumption was why understanding students’ perspectives derived from lived experiences was
vitally important. I accepted that multiple realities exist based on the students’ sensibilities and
incessantly view experiences through their lens to provide accurate reflexive and reflective
meaning (Adams & van Manen, 2017; van Manen, 2016b).
Epistemological Assumption
The second research assumption was the epistemological assumption that what I know to
be rational, based on my education and experience, was likely different from the students’
intellectual understanding of what they believed to be accurate. Avoiding bias based on this
assumption required that I approach this inquiry using three paradigms that dictated my action. I
exercised what van Manen (2016b) refers to as “epistemological silence,” resisting the urge to
educate subjects on what I know or believe to be true (p. 113). Additionally, I collected data free
from supposition and withholding judgment to avoid misinterpretation (Moustakas, 1994).
Finally, I “lessen[ed] the distance” between myself and participants, meaning I became
personally familiar with and trusted by participants to garner candor, honesty, and collaboration
to “know what they know” (Creswell & Poth, 2018, p. 21).
Axiological Assumption
The third relevant research assumption was the axiological assumption that my core
values likely differ from others, including students, parents, higher education administrators, and
readers who may wish to apply these findings to other similar situations, settings, or contexts.
Because hermeneutics relies on interpretation, I conveyed how my potential biases shaped the
narrative (Creswell & Poth, 2018). Also, because phenomenology relies on analyzing multiple
layers of rich meaning, I sought to understand and embrace students’ values in this research,
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irrespective of my values, as much as possible. In doing so, I allowed students’ experiences to
speak for themselves without theorizing how I would feel in their shoes (van Manen, 2016b).
Methodological Assumption
Last is the methodological assumption that qualitative hermeneutic phenomenology
differs from other methods. While the quantitative inquiry is deductive, seeking significant
correlations for empirical generalizations on broader populations, qualitative research is
inductive, designed to solve human social problems (Creswell & Creswell, 2018; Creswell &
Poth, 2018). Specifically, phenomenology centers on lived experiences to determine the most
relevant themes to identify collective meaning (Creswell & Poth, 2018; Moustakas, 1994).
Hermeneutics is a refined approach whereby rich lived experiences seek to find and explain what
lies unexposed within various phenomena (Moustakas, 1994; van Manen, 2016b). My charge
was to rigorously apply hermeneutics to discover the nature and meaning of how students view
and cope with negative parental academic involvement.
Researcher's Role
Specific to qualitative research, it is not uncommon for researchers to allow prejudice to
intervene to validate or disprove a hypothesis (Adams & van Manen, 2017). Additionally,
researchers may unintentionally allow personal predispositions to alter the meaning of a lived
experience (Creswell & Poth, 2016). The nature of human science requires grasping, evaluating,
and placing intrinsic value on lived experience in a way that only a human being can, making me
the researcher responsible for unbiased data collection and meaningful interpretation (Lincoln &
Guba, 1985). Within that context, my role was to objectively collect and analyze data, avoiding
individual biases based on personal lived experiences and the philosophical assumptions outlined
above that may modify context (Adams & van Manen, 2017; Creswell & Poth, 2016). This
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differentiation required me to make my theories, understandings, and beliefs explicit, then
deliberately account for them in a way that allowed me to describe students’ realities as
experienced rather than as assumed and reflected upon (van Manen, 2016b, p. 47). In other
words, I allowed students' experiences to speak for themselves.
Avoiding unintentional bias during this study required being straightforward about my
relationship to the setting, participants, and phenomenology as the chosen research design. The
higher education institutions selected for this study were considered possible research settings as
much out of familiarity as they were out of the diverse cross-section of student-parent
relationships described. This environmental awareness prompted a further inquiry into these
higher education institutions and several others to determine the best settings to garner rich lived
experiences. I graduated from CC over 22 years ago. Although I know others who have
periodically attended, I did not directly interact with the institution, employees, or current
students at the time of or before this research. Instead, I was simply aware of its positive
reputation for opportunity, diversity, and affordability as an excellent institution for my research.
I have never attended SU, although I have a family member and several friends who
have. Learning about this research problem and purpose, these known SU graduates shared
valuable institutional information, including details about the higher family SES, lower ethnic
diversity, and requirements for traditional first-year students to live on campus. These details
prompted me to investigate its distinct research suitability further. That inquiry further identified
how this university was an optimal contributor to the diversity-rich environment my research
required. Additionally, I did not know any high school students planning to attend SU at the time
of my research that could potentially participate.
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Over 18 years ago, I served as an assistant professor at PU for three years. During that
time, I began a graduate degree program that I completed two years after leaving my position. In
comparing the student body’s financial, social, and educational demographics with two other
private post-secondary institutions I have attended, this university stood out as a viable
contributor to optimally broaden the research setting. I no longer had personal relationships with
any PU employee when this research occurred and have not visited the campus in over a decade.
Like SU, I also did not know any high school students who planned to attend PU who may have
wished to participate in this research. In summary, of the many possible postsecondary settings
investigated, these three campus environments provided a highly suitable combination of settings
for gaining first, and second-year traditional students’ lived experiences. I fully expected that the
lived experiences captured at these three campuses would provide comprehensive data to
describe how students manage negative parental academic involvement.
Specific to phenomenology as the chosen research method, I had not conducted this form
of human science qualitative inquiry in the past. I chose this methodology based on its ideal fit
for the research problem. As the father of three college graduates and a postsecondary assistant
and adjunct professor, I am personally and professionally familiar with some students' challenges
in dealing with negative parental involvement and its consequences. Hermeneutic
phenomenology is hyper-focused on a heightened sense of awareness and edifying insight that
only a uniquely personal experience can provide (van Manen, 2016b, p. 7). Therefore,
hermeneutic phenomenology was optimally suited for this specific research.
Procedures
This research took place in five distinct stages. The stages included permissions defined as the
IRB approval at Liberty University as the sponsoring university for this research and separate
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approval at the three research site institutions; recruitment including participant screening,
selection, and consent; data collection; data analysis and phenom interpretations; and
descriptions of phenomenological findings. A description of the five stages is below.
Permissions
The IRB at Liberty University (LU), as the institutional sponsor for the research,
approved this study to account for all ethical considerations highlighted later in this chapter
before I contacted CC, SU, and PU as research sites (see appendix A for LU IRB approval).
After providing LU’s IRB approval letter to all three universities to gain research site approval,
CC provided written administration consent (see appendix B for CC site approval) to conduct
student research and email addresses for the entire first- and second-year student population. SU
required I fill out an external survey request through the university surveys office. Approving my
request, the survey office provided email addresses for 100 first- and second-year students for
initial student recruiting. The Dean of Student Life at PU verbally approved my research through
his executive assistant, having her email the research flier to all first- and second-year students.
Recruitment Plan
Once SU and PU granted verbal approval and CC provided written consent to conduct the
research, I began participant solicitation using convenience sampling followed by snowball
sampling. Convenience sampling identified respondents who were available, interested, and as a
result, were willing to provide data for this particular study design and topic (Creswell &
Creswell, 2018; Creswell & Poth, 2018). Similarly, snowball sampling identified interested
participants through the referral process, meaning one individual familiar with a study design or
topic recommended another participant based on their likely ability to provide information-rich
data (Creswell & Poth, 2018). Ways to generate convenience sampling included initial emails to
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first- and second-year students followed by posting fliers in the dorm room common areas and
communal media sites where younger students socialize. The intent was to find candidates
directly and promote further word-of-mouth messaging about the study to generate additional
interest through snowball sampling (Creswell & Poth, 2018; Schumann, 2014).
Once I had identified enough candidates to fulfill the research needs of the study, I
presented myself to each student in a participation consent letter (see Appendix C for the consent
letter). This letter explains the research problem, purpose, questions, and ethics and identity
protection procedures outlined in the ethical considerations section that follows. This detailed
information about the study allowed each student to make an informed decision about
participation. Students who agreed to participate did so in writing, using the required procedures
prescribed by their particular school's IRB. The result was a diverse group of 14 participants
across the three sites.
Specific to this study’s purpose, students were grouped into three subgroups based on
opposing role construct alignment, meaning a portion of the students experienced over-involved
parents, and a commensurate portion had under-involved and adequately involved parents.
Within this construct, the groups were diverse, optimally representing the race and gender ratios
of the institution they attended. The method for determining participants for each group was a
criterion-based interest and screening questionnaire emailed to each participant (see Appendix D
for the questionnaire). The questionnaire was structured to provide initial insights into studentparent relationships before college and how students viewed parent involvement strategies as
appropriate or inappropriate.
Data collection began as soon as possible upon completing the participant screening,
selection, and consent process. The data collection methods were journal prompts, interviews,
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and focus groups. Students responding to journal prompts allowed them to capture historical
accounts, descriptions, and stories of lived experiences between themselves and their parents as
they occurred (Moustakas, 1994; van Manen, 2016a). I used conversational yet disciplined, semistructured interviews to capture personal stories and anecdotes as students lived them associated
with parental academic involvement (Adams & van Manen, 2017; van Manen, 2016b). I used
focus groups to collect additional lived experience data not captured in journal prompt responses
or interviews. Research indicates that sharing experiences in collaborative groups based on
themes and thematic descriptions, in this case, sharing counter-experiences, often resonates with
participants in a way that draws out additional experiential detail (van Manen, 2016b).
Data analysis began immediately upon completing data collection in various forms
throughout the study. Specifically, I used student journal prompt responses, transcribed
interviews, and transcribed focus group conversations to create a comprehensive researcher’s
journal to document unique insights, observations, patterns, and reflections for later use (van
Manen, 2016b). The majority of procedural data examination and synthesis took place after the
completion of all data collection, consisting of thematic reduction, isolation, and description;
partial and holistic phenomenological reflection; phenomenological interpretations; and
linguistic transformation (Adams & van Manen, 2017; van Manen, 2016a) as described in the
data analysis section that follows. With this detailed analysis complete, I began hermeneutic
writing and rewriting to construct the research findings' optimal interpretation (van Manen,
2016a). This optimal expression included conveying interpretations in a purposefully integrated
and well-placed linguistic manner, capitalizing on rich stories, supportive anecdotes, and varying
interpretive examples that described participants’ realities of negative parental academic
involvement (van Manen, 2016a).
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Data Collection Plan
A vital feature of qualitative hermeneutic phenomenology is capturing rich data through
various collection methods. This study required collecting data through student journal prompts,
personal interviews, and focus groups to capture lived experiences and, more specifically, how
negative experiences resulted in adverse outcomes. Answering ten journal prompts, students
described their student-parent relationship as they completed high school and began their
postsecondary education journey. Following, students participated in detailed interviews focused
on the Hoover-Dempsey and Sandler (1995) theory of parental involvement to gather data on
parental role constructs, efficacy levels, and participation strategies and how they aligned with
the student's expectations.
Finally, students participated in two student focus groups combining students who
experienced parental over-involvement and under-involvement to gather different lived
experiences. These focused efforts allowed students to identify thematic reflective insights that
support data analysis (van Manen, 2016b). Explicit data triangulation between the three
instruments contributed to confirmability (Hendel, 2014; van Manen, 2016b). This process
promoted data credibility (van Manen, 2016b) as a form of triangulation. Below are detailed
descriptions of each data collection method.
Student Journaling Prompts
The first form of data collection for this research was student journal prompts. This
approach captured students’ lived experiences that set the stage for follow-on themes,
discussions, reflections, and interpretations about parental academic involvement roles,
invitations, and strategies (Hoover-Dempsey & Sandler, 1995), resulting in negative experiences.
Journal prompt topics included experiences with parents’ participation in crucial educational
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decisions like college to attend, degree programs, and course schedules. Journal questions also
captured insights about changes in parental involvement focus and level post-transition,
establishing how satisfied or dissatisfied students were with their current level of parental
involvement. These prompts collectively captured the rich experiences associated with students’
college transition, setting a solid foundation for increasingly understanding how students felt
about parental participation roles and how in turn, they reacted to evolving parental academic
participation.
Although highly endorsed as a primary means of data collection, Moustakas (1994) and
van Manen (2016b) warn of several exclusive benefits and potential challenges with participant
journaling. Two significant journaling benefits made this data collection method highly
worthwhile. First, human-science research has no substitutes for raw, first-hand lived-experience
descriptions toward clearly understanding various phenomena (Moustakas, 1994; van Manen,
2016b). Second, diaries and journals are very useful in supplementing the more common forms
of qualitative data collection like interviews, observations, and focus groups because they allow
participants time to reflect on their experiences, think through responses, and provide more
comprehensive experiences (Moustakas, 1994). That said, potential obstacles to student
journaling must be acknowledged and addressed for this valuable collection method to produce
the intended data.
The two most common drawbacks to participant journaling, according to van Manen
(2016a), are the difficulty of writing versus other methods of expression and the reflective nature
of writing. Experiential writing as a form of communication is mentally compelling based on
linguistic demands and time consumption. Additionally, research shows that the younger the
participant, the less likely journaling will yield the quantity and quality of data the researcher
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requires for practical analysis (van Manen, 2016a, 2016b). Compounding matters, recent
research indicates that participant journaling that occurs much later in the collection process in
phenomenological studies results in significantly reduced written responses (Kelly, 2017; Snipes,
2017). In some cases, participants often opt out of journaling altogether when journaling takes
place later in the data collection process (Kelly, 2017; Snipes, 2017). Additionally, writing often
forces a person to adopt a reflective attitude based on assuming an insightful approach and
tailoring the text to the anticipated audience rather than simply capturing the experience as it was
lived (Adams & van Manen, 2017; van Manen, 2016b).
This research adopted several mitigation strategies to avoid these potential participant
journaling shortfalls. Foremost, student journal prompts served as this research plan's first data
collection method. Additionally, the requirements for student journaling were simple, using
prompts to target the experience as something students lived in a pre-formatted template using
printed and digital forms. This prioritization helped prevent potential challenges associated with
written data collection burn-out based on mental demands. Placing journaling first in this manner
also supported Moustakas’ (1994) assertion that journals developed and collected early are
instrumental in supplementing the interviews and focus groups that follow.
Students are far more likely to provide the upfront investment of writing about their
experiences when reassured that the journaling process is reasonable and straightforward and that
learning about themselves and their relationships through this process will benefit them in the
future. Students are more likely to provide transparency when they know their journal responses
will be invaluable to follow-on discussions. Journaling instructions adapted from van Manen
(2016b) helped participants understand the requirements. These instructions helped students
avoid adopting a reflective attitude based on insightfulness or allowing them to fall prey to
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audience tailoring rather than simply capturing their experiences as they lived them. The student
journaling prompts and the guidelines for students to follow to capture their experiences as they
live them are below.
Journaling Prompts
1. Please describe how involved your parents were in helping you choose the college you
are attending, your degree program, current courses, and any specific experiences
supporting your description of that involvement.
2. How often do you interact with your parents now that you are in college, and how much
of that time do you spend discussing topics related to college academics?
3. Please list a few of the one or two-word descriptors that best describe your parents’
involvement in your college academics, explaining why you choose those specific terms.
4. Are there factors you feel contribute to parental academic involvement beyond what you
prefer or, in contrast, prevent your parents from being more involved in specific
academic areas, especially ones where you wish they would be more active?
5. Overall, how satisfied or dissatisfied are you with your current parental involvement in
college, and why?
A parent’s willingness to assist a child academically at lower levels is often indicative of
their likelihood to continue to do so in the future at higher education levels (Green et al., 2007;
Hernandez, 2017). As parental role construction changes over time, often evolving to better meet
students' academic and educational needs, so do parents’ involvement strategies (Garret, 2015;
Horby & Lafaele, 2011; Schiffrin e al., 2014). Question one sought to gain experiential data that
provides context about parents’ academic involvement. This information helped capture parents'
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focus and the degree to which parents were directly participating in academic-specific areas, in
this case, degree planning.
Question two sought to gain insights about student experiences centered on the level of
parental participation and focus area, including the student’s thoughts and feelings on the
frequency and appropriateness of their conversations from the student’s perspective. Many
factors, including student and institutional invitations (Berryhill, 2017; Park & Holloway, 2018),
distance, and parents’ available time and energy (Hernandez, 2017; Yotyodying & Wild, 2016),
play a role in how often parents and college students interact and on what those interactions
focus. Additionally, parents’ experiences based on education level and, specifically, their college
attendance tend to correlate with the level of involvement (Austin, 2018; Affuso, 2017).
The research questions that guided this study centered on over-involvement and underinvolvement as likely contributors to negative student experiences. Over-involvement occurs
when parents participate beyond the level desired by college students as emerging adults
(Hamilton et al., 2018; Lowe et al., 2015). In contrast, under-involvement occurs when parents
decline to support their child at the level that the student wants or needs, often inhibiting them
from making the psychological adjustments or meeting the academic needs required to complete
a postsecondary education (Fischer et al., 2019; Wilson & Gross, 2018). Question three intended
to solicit specific parental involvement descriptors based on experiences that best describe their
parents’ academic involvement levels and motivations. Knowing what terms and why students
pick particular terms to define their parents’ participation strategy shed significant light on how
those involvement strategies supported their individual needs as first- and second-year students.
Over-involvement occurs when parents insist on participating beyond the level desired by
college students as emerging adults (Hamilton et al., 2018; Lowe et al., 2015). As students age,
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they increasingly expect an inherent sense of autonomy, competence, and the associated level of
respect commensurate with exercising these responsibilities (Bandura, 1977; Bandura et al.,
1996; Chapman, 2019). For college students as emerging adults in a new environment seen as
personally responsible for their behavior, the impacts of denying these desires can be pretty
harmful (Garrett, 2015; Lowe et al., 2015). Conversely, indicators tied to research into minority
and lower-SES college students show that parental under-involvement is more prolific than overinvolvement as a source of negative student experience (Bandura et al., 1996; Fischer et al.,
2019). Seen as outsiders, parents who have not attended college often do not possess the
knowledge capital to assist their children effectively. As a result, many opt out of involvement,
fearing embarrassment or disappointing their child. Question four sought to determine why some
students feel their parents are over-involved and under-involved to help determine what barriers
existed to optimizing their participation further. As a culmination of the interview process,
question five sought to explain the actual satisfaction level of the student with parental
involvement and any other lived experiences that supported the student's assessment.
Data Analysis Plan
Collecting written journal responses from each participant, I began the thematic analysis
by conducting open coding, axial coding, and thematic reduction for each submission. A code in
qualitative research is a specific term or phrase that describes a central collective point found in
the data (Saldaña, 2016a; Saldaña, 2016b; Creswell & Poth, 2018). To complete open coding, I
initially micro-coded raw submissions by line, sentence, and paragraph using self-developed
specific terms that described a collective central point (Corbin & Strauss, 2015). I completed
open coding by combining micro-codes into relevant words that came to mind that best describes
general themes or clusters of similar information (Saldaña, 2016b; Corbin & Strauss, 2015). This
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micro-coding allowed me to begin cyphering each collective response into advantageous
comparable and contrastable codes and determine how these data groupings vary concerning
properties and dimensions (Creswell & Poth, 2018; Corbin & Strauss, 2015). Open coding also
included assigning code families whenever subjects consistently grouped two or more thematic
connections in their responses, including data contradictions when students routinely and perhaps
unknowingly challenged one point with another in their responses (Saldaña, 2016a; Saldaña,
2016b; Zabloski, 2017).
When I completed open coding, I conducted axial coding. Axial coding organizes codes
and connects them through various subcategories, creating an axis of associated central themes
(Adams & van Manen, 2017; Saldaña, 2016b). I completed axial coding within individual data
sets and then across participants’ data to establish thematic properties and layered connections
between data codes across various participant data sets. When complete, like a mind map of
ideas, axial coding provides a spatial map of how codes interrelate across journal questions and
between participants through code connections (Quay, 2016; Corbin & Strauss, 2015). Having
completed axial coding, I set the newly coded journal data aside and collected semi-structured
interview data from all participants.
Semi-structured Interviews
Human science research, especially in qualitative design, relies heavily on interviews to
gain thoroughness, including the rich meaning of the information provided, especially lived
experiences (Adams & van Manen, 2017; Errasti-Ibarrondo et al., 2018). The second method of
rich data collection was semi-structured interviews, which took place as soon as student journals
were collected and reviewed to provide the interviewer with context for the individual
discussion. Semi-structured interviews consist of open-ended questions organized to
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methodically support the research purpose and supporting questions (Creswell & Poth, 2018). In
this context, a semi-structured hermeneutic interview allows the researcher and the participant to
participate in the dialogue as collaborators in exchanging ideas rather than to collect data to
achieve two ends (van Manen, 2016a, 2016b). First, I used the interviews to gather rich and
meaningful lived experience descriptions. Second, I used these interviews to reflect on those
experiences to understand better the essential meaning of themes identified during the interview
and those identified in the student’s experiential journal (Errasti-Ibarrondo et al., 2018; van
Manen, 2016a).
In this case, using the Hoover-Dempsey and Sandler (1995) theory of parental
involvement factors that pertain to the post-secondary environment as a guide, I prompted
students to share their personal life stories of how college parental academic support took place.
This dialogue intended to identify students’ lived experiences in how parental involvement
strategies met, exceeded, or failed to meet their expectations, how students interpreted and
managed involvement that they viewed as unfavorable, and how they viewed the impacts of that
negative involvement. These interviews were recorded and later transcribed for thematic
analysis. Following are the item-by-item discussion points for the interviews:
Semi-structured Individual Interview Questions
1. (Ice-breaker) Thinking back, what was the craziest or out-of-the-ordinary thing your
mother or father ever did in the realm of parental academic involvement while you were
in high school or since beginning college that you would never forget?
2. Would you please describe how your parents were involved in your high school
academics? (Parent Role Construction; Appropriate Involvement Strategies)
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3. How do you view your parents’ role in your academics now that you are in college?
(Parent Role Construction)
4. In what ways do your parents view their role in your college academics the same or
different from how you view them? (Parent Role Construction; Modeling:
Reinforcement)
5. In what ways do you think your parents feel qualified or confident in providing you with
college academic support? (Parental Self-Efficacy; Modeling; Reinforcement)
6. Why do you think your parents may feel less qualified to provide you with the academic
support you would like? (Parent Self-Efficacy; Modeling; Reinforcement)
7. What are some reasons you think your parents may feel they lack the confidence to
provide you with the academic support you would like? (Parent Self-Efficacy; Modeling;
Reinforcement)
8. When asking your parents for academic advice, how well do their responses meet your
expectations? (Specific Child Invitations)
9. In what ways do you automatically rely on your parents to provide educational support,
and why? (Specific Child Invitations; Home-based Involvement; Modeling;
Reinforcement)
10. Using a few specific experiences, describe the extent to which you felt your parents
should be more involved. (Modeling; Reinforcement; Appropriate Involvement
Strategies)
11. Using a few specific experiences, describe the extent to which you felt your parents
should be less involved. (Appropriate Involvement Strategies; Personal Sense of
Efficacy)

91
12. Suppose your parents could not support you academically or chose not to support you
academically for whatever reason. How confident are you that you can still excel
academically, earning your degree, and why? (Personal Sense of Efficacy)
13. What other stories about your parents’ involvement in your college academics would you
like to share with me that took place before participating in this research or after
completing your journal that you have not already shared?
Question one served as an ice-breaker to build rapport with participants. Based on the
response, I shared a short experience about one of the craziest things my parents did while I was
in high school. Questions two through four focused on parental role construction as a
foundational motivation for parental academic involvement. Role construction from the parents’
perspective is constructed by observing and then modeling behaviors of their parents, other
friends, parents at the child’s school, and invitations (Green et al., 2007; Hoover-Dempsey &
Sandler, 1995). Empirical studies consistently indicate that involvement strategies at one level of
a child’s education are often seen as inappropriate and unwelcome by the child at the next higher
level of education (Degol et al., 2017; Mailhot & Feeney, 2017). Questions two and three sought
to identify how parental involvement strategies had adjusted appropriately or inappropriately
from high school to college. If inappropriate, students’ answers began to determine the impact of
those inconsistencies.
Question four sought to identify how students saw their parents’ roles differently from
how their parents perceived them. Research indicates that multiple realities exist among
individuals based on different viewpoints of the same environmental circumstances (Adams &
van Manen, 2017; van Manen, 2016b). Additionally, the involvement mechanisms of modeling,
when parents display an active interest in a child’s academics, and reinforcement, where parents
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convey satisfaction with students’ academic progress through praise and reward, are positive and
valuable factors with which parents support their children. (Hoover-Dempsey et al., 2005;
Hoover-Dempsey & Sandler, 1995). Question four sought to identify how students and parents
viewed role construction differently and how these strategy mechanisms aligned with students'
expectations.
Hoover-Dempsey and Sandler (1995), with their research counterparts (Green et al.,
2007; Walker et al., 2005), emphasize that parental self-efficacy is the mediating factor in
parents’ decision to become and remain involved. Self-efficacy, in simple terms, is a person’s
belief that their actions and behaviors will result in the desired outcomes (Bandura, 1977; 1982;
1995). Questions five, six, and seven intended to identify the student’s perception of how parents
viewed their confidence level and inherent personal qualifications to support them, how students
viewed their parent’s confidence and capability, and any discrepancies between the two
viewpoints. In identifying these factors, I, as the researcher, fully expected that effective and
ineffective parental modeling and reinforcing techniques would avail themselves in the
discussion.
Invitations from students, especially in adolescence, are seen as the most potent
predictors of parental academic involvement, triggering the maternal and paternal bonds that
create parents’ desires to be responsive to a child’s needs (Green et al., 2007; Hoover-Dempsey
et al., 2005). Question eight aimed to identify how often the student explicitly requests parental
academic support, while question nine discerned how often and in what areas parents provided
support without invitation. These two questions collectively identified the passive and active
educational support dynamics in which students and their parents participated, further defining
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the home-based involvement forms, modeling, and reinforcement initiatives representing the
parents’ involvement strategy as appropriate or inappropriate.
Questions ten and eleven transitioned from identifying parents’ propensity for academic
involvement and the factors they did or did not apply to understanding the student’s satisfaction
level with the academic support they expected and received. The purpose of phenomenological
reflection is to grasp the essential meaning of what students view as simple and complex (van
Manen, 2016b). Specifically, questions ten and eleven attempted to determine the student’s
attitudes about the level of involvement their parents provided. The intent was to allow students
as much time as necessary to share their most relevant lived experiences associated with parental
academic involvement.
Question twelve identified the student’s inclination to achieve their academic goals,
irrespective of the level of parental academic involvement provided. This question allowed the
student to expound on their level of self-efficacy and, if they exist, to identify any significant
misalignment between parent-student efficacy levels. Question 13 allowed the student to share
other experiences associated with parental academic involvement. I afforded the student all the
time necessary to expound on lived experiences that may help identify this research
phenomenon.
Data Analysis Plan
As I completed interviews, I transcribed them verbatim from each recording while
reflecting on the individual’s previously collected journal data and its associated coding to
identify the natural connections and different relationships that the interview experience data had
(Saldaña, 2016a; Saldaña, 2016b). Allowing participants to member check the transcripts to
confirm the authenticity of the transcribed content, I micro-coded by line, sentence, and
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paragraph as I did with journal submissions to define central themes and compartmentalize the
most relevant clusters of similar and contradictory information (Saldaña, 2016b; Corbin &
Strauss, 2015). As with journal entries, open coding of interview transcriptions also included
assigning code families whenever participants consistently grouped multiple thematic
connections in their responses, including individual data contradictions for further comparative
analysis (Saldaña, 2016a; Saldaña, 2016b; Zabloski, 2017). After completing coding for
interviews and collating the results with journal entries, I reviewed the collective themes and
subthemes to prepare for the focus groups immediately following.
Axial coding as the next step began with organizing and connecting codes into subthemes
first for individual interview transcripts, then across interview participants, and finally across
interviews and journal data sets to further identify major thematic categories and subcategories
across the two collection methods (Adams & van Manen, 2017; Saldaña, 2016b). When
complete, the more robust spatial map of axial codes across participants based on the two
collection methods solidified initial central themes (Quay, 2016; Corbin & Strauss, 2015)
associated with students’ lived experiences tied to parental academic involvement. Having
completed axial coding for interviews and across interview and journal data sets, I set the
collective journal and interview codes and subthemes aside and completed focus group data
collection to integrate this data into a comprehensive set of codes and subthemes.
Focus Groups
Focus groups are valuable to qualitative research because they allow the researcher and
multiple participants to interact with each other (Creswell & Poth, 2018; Patton, 2015). This
research relied on focus groups to achieve two purposes. First, consistent with the traditional use
of focus groups and seminars in qualitative phenomenology, a convergence-focused approach
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provided additional data by prompting students to share similar experiences within the minor
group assembly to identify patterns and commonalities (Patton, 2015). Second, these same small
groups simultaneously served as collaboration venues to allow themes, thematic descriptions,
and phenomena to resonate with participants in a way that prompted additional details about their
experiences (Adams & van Manen, 2017; van Manen, 2016b).
I assembled three diverse focus groups from all three colleges comprised of a crosssection of students who have experienced parental academic over-involvement and parental
academic under-involvement. This alignment facilitated a dynamic dialogue based on the group's
diversity combined with the dichotomy of experiences of others within the group (Patton, 2015).
Because each group was a cross-section of post-secondary campus environments in different
locations in the southeastern United States, the two focus groups were virtual as a standard
format for geographically dispersed research focus groups (Creswell & Poth, 2018). Each focus
group began with an icebreaker introduction to allow students to learn a little about each other
and build rapport before sharing their experiences with parental academic involvement.
To conduct collaborative discussions, van Manen (2016b) recommends having one
person in the focus group share a lived experience or reflection insight and then allowing others
to elaborate on similar experiences or insights to transcend individual experiences and themes.
Therefore, I used this method during focus group discussions to prompt shared experiences,
insights, and associated dialogue. In preparation for the focus groups, I reviewed all journals and
identified a specific parental involvement experience for each participant to present to the group.
Additionally, I closely reviewed all students’ interview answers before the focus group,
identifying a cross-section of pertinent reflection topics from each. I then informed each student
of which lived experience and initial thematic insight I would like them to present, allowing
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them plenty of time to review and rehearse their topic before the event. These presentations
collectively provided a cross-section of the most relevant involvement themes, facilitating a
broad and dynamic discussion of lived experiences and interpretive insights (Adams & van
Manen, 2017; van Manen, 2016b).
Before embarking on the focus group discussion, I reminded everyone of the purpose of
the research, the focus group's purpose, and the session's desired outcomes. Additionally, before
students began sharing experiences and insights, I reminded everyone of the importance of
discussing experiences as they lived them, noting that sharing how they felt about the experience
at the time and why was highly encouraged. I reminded students how important it was to hear
everyone’s viewpoint and the practical necessity of allowing everyone to share their experiences
and thoughts openly without judgment from others in the group. Relying heavily on journal and
interview responses, I ensured that focus group topics were grounded in the research literature
before presenting them to the focus group. Following are the specific focus group questions and
their intent.
Focus Group Questions
1. (Icebreaker) How much should your parents be involved in your college academics?
2. Previously, in journals and interviews, some of you identified negative parental academic
involvement experiences that you categorized as over-involvement. Would anyone like to
share a specific parental over-involvement experience with the group as you lived it,
perhaps one you have not detailed previously?
3. Similarly, in journals and interviews, some of you conveyed that you have experienced
less involvement from your parents than you prefer. Would anyone like to share an
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experience of parental under-involvement with the group as you lived it, perhaps one you
have not highlighted previously?
4. For those who have experienced parental academic over-involvement, has it affected your
broader college experience or how you approach parent interaction, and if so, in what
ways?
5. How about those of you who have experienced parental academic under-involvement?
Has it affected your broader college experience or how you approach parent interaction,
and if so, in what ways?
6. Hearing other students’ experiences, what are a few things that you find interesting about
their parent-student interactions as they relate to yours?
7. Hearing everyone’s experiences, what advice would you give yourself or others who may
experience parental academic over-involvement? Feel free to focus on what to do or what
to avoid to solicit less parental involvement in a way that will better meet a student’s
desire for less involvement while preventing family conflict.
8. Hearing experiences related to parental academic under-involvement, I pose the same
question – what advice would you give yourself or others who may experience parental
academic over-involvement? Again, feel free to focus on what to do or what to avoid, to
gain increased parental involvement in a way that may better meet a student’s desire for
more parental participation while avoiding family conflict.
9. Based on the many experiences and advice described thus far, who would like to explain
what you see as optimal parental involvement for first- and second-year college students?
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10. Reflecting on your experiences and the experiences of others, if asked to share advice
with parents of first- and second-year college students about how to better participate in
their first- or second-year college child’s academics, what would that advice be?
11. Does anyone know of and can perhaps describe programs your college or university
provides to help students or parents manage family academic involvement to avoid
negative experiences associated with parental participation level? If you or someone you
know has used a program designed to tailor parental participation, please explain how it
helped or failed to help the individual.
12. Based on the many experiences we have discussed and the advice you would provide
both students and parents, what recommendations would you offer college administrators
to help students work with parents with a propensity for academic over-involvement?
13. How about programs for parents with a propensity for under-involvement?
According to van Manen (2016b), “the art of the researcher” in hermeneutics “is to keep
the question (of the meaning of the phenomenon) open” (p. 98). In other words, I should begin a
discussion focused on the central question and keep the dialogue going so that the participants
remain co-investigators in the research until I have obtained enough rich data for analysis. With
this methodology in mind, question one allowed students to introduce and share a little about
themselves to begin building relatedness among their peers (Lackner & Martini, 2017) while
gaining initial thoughts from students on the value and importance of parental academic
involvement. Questions two and three centered on students volunteering to share their relevant
lived experiences associated with negative parental academic involvement with the group. These
shared experiences served as the foundation for broader dialogue about the impacts of negative
involvement, ways to avoid it, and programs that colleges and universities can implement to help
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students prepare for and manage issues with parental academic participation in the future.
Consistent with “setting up situations conducive to collaborative hermeneutic
conversations” to “mobilize participants to reflect on experiences” (van Manen, 2016b, p. 99),
focus group questions four through eight followed the collaborative analysis paradigm. This
paradigm led me to prompt others in the group to share contrasting experiences as they lived
them and to reflect on the experiences of others, offering recommendations to those who wished
to hear the perspectives based on different experiences (Moustakas, 1994; van Manen, 2016b).
Using this approach of comparing and contrasting lived experiences promoted trust through
constant dialogue, allowing the conversation to build upon itself to create collaboration toward
identifying lessons learned and best practices, in this case, a more straightforward definition of
optimal parental academic involvement.
Conscious awareness and meaningful understanding of what first- and second-year
college students view as negative parental academic involvement requires a general sense of
what optimal involvement may entail, understanding that each student likely views optimal
involvement differently. Consisting with hermeneutic phenomenology, we develop a general
consensus of the definition of optimal experience in two ways, that of sharing and comparing
optimal lived experiences and through reflective analysis of sub-optimal lived experiences to
inductively determine what optimal experience should entail (Adams & van Manen, 2017; van
Manen, 2016a; 2016b). Question nine allowed participants to collaborate on a collective
understanding and meaningful interpretation of optimal parental academic involvement.
Questions ten through thirteen allowed focus group participants to advise others who may
benefit from the group’s collective experiences on ways to do so (van Manen, 2016b, p. 99). In
this case, parents and college administrators were the likely benefactors of the discussion.
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Students derived this advice in two ways. First, students who had lived positive experiences
shared what they considered sound advice based on their experiences. In the same way, students
who had experienced negative academic involvement shared advice informed by alternative
thematical views. Max van Manen (2016b) considers this unique pedagogically-centered portion
of the focus group as part of data analysis and the interpretation stage of hermeneutics.
Data Analysis Plan
As I completed the three diverse, dynamic focus groups, as I did with interviews, I
transcribed them verbatim from each recording while reflecting on journaling and interview data
codes. Again, allowing participants to member-check the transcripts to confirm the genuineness
of the content, I micro-coded by line, sentence, and paragraph as I did with the journal
submissions and interview transcripts to define the central themes and catalog the most relevant
data connections. (Saldaña, 2016b; Corbin & Strauss, 2015). As with journal and interview
entries, open coding of focus group transcriptions included assigning code families (Saldaña,
2016a; Zabloski, 2017). Conducting the final round of axial coding, I organized and connected
codes into subthemes for focus group transcripts and then across the combined interview and
journal data sets to finalize main thematic categories and subcategories across the three
collection methods (Adams & van Manen, 2017; Saldaña, 2016b). Having completed axial
coding, the comprehensive spatial map of codes across participants based on the three collection
methods solidified central themes as the starting point for data reduction as the first step in the
data synthesis (Quay, 2016; Corbin & Strauss, 2015).
Data Synthesis
Data reduction, as the first step of data synthesis, allowed me to narrow themes into
specific ontological meanings by separating each unique theme from dissimilar ones for future
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analysis (Adams & van Manen, 2017; Quay, 2016). Reading and re-reading to immerse myself
in the newly coded data, I reduced the information by classifying, categorizing, and separating
similar open and axial codes into even more valuable chunks (van Manen, 2016a). At this point,
central themes began identifying broader significant phenomena associated with parental overinvolvement, under-involvement, and optimal involvement as the subsets of parent-student
relationships. After completing the valuable data reduction process based on all three collection
methods and identifying the relevant phenomena associated with parental academic involvement,
I began data synthesis. As a result of the thematic reduction, these emergent centra phenomena
served as a means to glean the meaning of compartmentalized experiences so that others can
understand them (Adams & van Manen, 2017; van Manen, 2016b).
Thematic isolation and description as significant steps in data synthesis required that I
isolate the dominant words and phrases identified during coding and reduction that provide
richer meaning toward a deeper phenomenological understanding than others (Adams & van
Manen, 2017; van Manen, 2016b). This isolation took place in three ways. First, I took a holistic
approach, reading the text defined by themes related to a specific phenomenon and looking for
fundamental meanings within the manuscript (van Manen, 2016b). Second, I took a selective
approach, highlighting statements and phrases that were vital to or revealed a specific
phenomenon (van Manen, 2016b). Third, I conducted a line-by-line or cluster analysis to
determine what essential themes each sentence or paragraph associated with each phenomenon
previously identified revealed (van Manen, 2016b). With each distinct and homogenous
phenomenon and its accompanying themes identified, I wrote a detailed description of each in a
way that captured the essence of collective meaning across the lived experiences tied to that
specific phenomenon (Schuemann, 2014).
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As the last step in data synthesis, I conducted linguistic transformation and
phenomenological interpretation by capturing thematic statements in phenomenology-oriented
paragraphs (Errasti-Ibarrondo et al., 2018; van Manen, 2016b). Max van Manen (2016b) refers to
this transformation of language as creative expression whereby I developed a narrative that
expounds upon themes while remaining wedded to the specific types of lived experiences from
which they came. This approach avoided themes becoming systematically implicit in broad and
general experiences, losing their rich hermeneutic value (van Manen, 2016b). Unlike
transcendental phenomenology focuses on the experiential description, where participants’
accounts speak for themselves (Moustakas, 1994), the hermeneutic approach interprets
experiences to provide vivid understanding for others to internalize (van Manen, 2016b). These
interpretations fulfill the pedagogical purpose of educating others based on meaningful
interpretations of lived experiences (Adams & van Manen, 2017; van Manen, 2016a, 2016b).
Trustworthiness
Trustworthiness, often associated with the collective worth of a research project and its
findings, is established through credible, dependable, confirmable, and transferable practices
(Connelly, 2016; George Mwangi, 2015). Each of these research constancies of trust relies on
empirical and reliable methodologies to remain pragmatically sound in ethical inquiry (Creswell
& Creswell, 2018; Creswell & Poth, 2018). Following is an explanation of how this inquiry into
the meaningful understanding of negative parental academic involvements and its impacts
remained committed to the elements of trustworthy empirical research.
Credibility
Researchers establish credibility when they authentically collect data and report findings
in a way that accurately captures the lived experiences and, as a result, are intuitively trusted by
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others (Connelly, 2018; Errasti-Ibarrondo, 2018). This research established credibility in two
ways. First, the information relied on rich and credible information from peer-reviewed and
reputable sources to accurately describe empirical support for research frameworks and methods.
Second, I established credibility by allowing subject matter experts to scrutinize the three data
collection instruments and pilot testing the collection instruments to validate their use. Third,
member-checking solidified credibility, which is the act of extended engagement with
participants, having them scrutinize the transcriptions of recorded data throughout the research to
confirm that these written products have accurately captured the data. Following the transcription
of participant interviews and focus groups, participants thoroughly member-checked transcripts
to verify that what I captured was a true expression of what they conveyed. Where there were
expression errors, I made appropriate corrections, so the research remains highly credible
(Creswell & Creswell, 2018; Lincoln & Guba, 1985).
Transferability
Transferability in qualitative research refers to the likelihood that findings from one
sample, situation, or setting may apply to similar cases in different environments or contexts
(Connelly, 2016; Lincoln & Guba, 1985). Researchers accomplish transferability in qualitative
research through rich, detailed descriptions of participants’ experiences (Creswell & Poth, 2018;
Lincoln & Guba, 1985). Hermeneutics establishes a deeper phenomenological understanding
through rich experiential descriptions and sound ontological interpretations (Adams & van
Manen, 2017; van Manen, 2016b). Important to note is that in qualitative research, it is the
responsibility of the researcher to set optimal conditions for transferable findings and the burden
of the reader to determine the transferability of those conclusions. (Lincoln & Guba, 1985).
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This research aimed to establish conditions for high transferability in four ways. The first
was through comprehensive data analysis and synthesis of students’ lived experiences to
determine the most relevant cross-cutting themes. The second was through sound data reduction
to determine the relevant phenomena associated with negative parental academic involvement.
The third was by providing detailed descriptions of students’ lived experiences. The fourth was
interpreting findings to provide ontological meaning while staying true to those experiences.
Dependability
Qualitative research is dependable when study sampling, analysis, and synthesis
procedures are replicable by others based on the clear and concise articulation of the steps taken
(Lincoln & Guba, 1985). Moreover, dependability exists when a reasonable researcher with
similar data would likely establish similar themes with comparable lived experiences following
highly similar sampling, data collection, analysis, and synthesis techniques. In this study toward
dependability, I meticulously described sample criteria and selection, micro and axial coding,
and thematic reduction and interpretation. With the validation of these methods established
through the review and approval of the dissertation committee and the Qualitative Research
Director at Liberty University, I followed these procedures very closely, demonstrating a high
level of dependability for the study and its results.
Confirmability
Qualitative research is confirmable when the study findings represent the participants'
feelings, actions, and decisions rather than the researcher's views, feelings, or biases (Heindel,
2014; Lincoln & Guba, 1985). Specific to phenomenology, researchers establish confirmability
when respondents’ lived experiences, and associated phenomena, are the explicit basis for
findings (Lincoln & Guba, 1985). Concerning hermeneutics, results remain confirmable when
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ontological interpretations are firmly grounded in and fully reflective of the participant-centered
phenomenological findings (Adams & van Manen, 2017; van Manen, 2016b).
Confirmability exists in this research by making my values and biases known upfront
(Creswell & Creswell, 2018; Creswell & Poth, 2018). Through reflexivity during data collection,
analysis, synthesis, and the development of ontological interpretations, I kept my values and
biases in check, letting the participants’’ lived experiences speak for themselves (Heindel, 2014;
Lincoln & Guba, 1985). Additionally, explicit data triangulation between the three instruments
contributed to confirmability (Hendel, 2014; van Manen, 2016b). Similarly, I managed data
meticulously so that all information provided could easily be linked to its source through a
detailed audit trail to the participant who provided it or the source from which it came. Finally,
once the research was complete, I had a seasoned higher education researcher familiar with
qualitative design review the data, findings, conclusions, and interpretations to verify they were
all well nested, helping validate confirmability. (Amankwaa, 2016; Lincoln & Guba, 1985).
Ethical Considerations
The opportunities for researchers to stringently uphold or haphazardly violate research
ethics span the entirety of the qualitative inquiry process, from gaining initial permissions and
consent through data collection and analysis to reporting findings and publication. Therefore,
researchers must reflect on ethical considerations throughout their inquiry to proactively avoid
violations (Creswell & Poth, 2018; Patton, 2015). In human science research, researchers must
strictly adhere to the ethical considerations that protect the participants' psychological welfare
(van Manen, 2016b). Failing to do so would likely make them feel uncomfortable, anxious,
hopeless, guilty, and even unrealistically hopeful about how the research outcomes may alter
their futures (van Manen, 2016b). For this research, ethical practices were non-negotiable at all

106
stages to maintain the trustworthiness previously described. More importantly, following these
practices fully protected the volunteers, graciously offering their time and lived experience
explanations to explain what they viewed as negative parental academic involvement.
Before collecting data, I took several steps to ensure all stakeholders agreed with all
research aspects. Specifically, I gained IRB approval from LU as the research sponsor, SU and
PU as research sites, and written authorization from CC to research within LU’s IRB approval
confines since CC did not have a formal standing IRB. Following IRB guidelines and formats, I
gained informed written consent from all participants before collecting data, using the consent
form in appendix D. In doing so, I ensured they were aware of the research problem and purpose,
that their participation was voluntary, and that their needs and protections would remain the
highest priority throughout the study (Creswell & Creswell, 2018; Creswell & Poth, 2018). I did
not associate any personal identifying data with the data collected; instead, I used number
identifiers and pseudonyms throughout the study to protect participants’ identities (Creswell &
Poth, 2018; Patton, 2015).
Toward meeting participants’ psychological needs, there was a possibility that the
information provided could be offensive or harmful to others (Moustakas, 1994; van Manen,
2016b), including the students themselves or their parents and the members and leaders of the
college or university they are attending. Therefore, participants’ identities remained nonattributable to the data provider, I treated participants fairly and equitably, and no harmful
information was collected (Creswell & Poth, 2018; Lincoln & Guba, 1985). I immediately
removed and destroyed all data about those who discontinued or withdrew before research
completion to ensure partial, fragmented, or tainted data did not persist, noting there was no
animosity or consequences for students who chose to withdraw from the study.
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I conducted interviews and focus groups in locations where the purpose of the research
and the data collected verbally remained uncompromisable by others to uphold ethical data
collection and analysis (Creswell & Poth, 2018). Participants and I respected the integrity of the
physical locations where data collection activities occurred, leaving them as we found them. I
protected all data unconditionally, ensuring that I treated all positive or negative input equally
confidential (Creswell & Poth, 2018; Lincoln & Guba, 1985).
To maintain data security, I transferred all information participants provided
electronically through secure means, including password-protected applications and directly on
data storage devices I retained (Creswell & Poth, 2018). Additionally, I stored all research data
on a password-protected hard drive connected to the internet for long enough to transfer secure
data to increase data security (Creswell & Poth, 2018; Creswell & Creswell, 2018). To preserve
publication ethics, I made every effort possible to reflect and cite the work of others accurately,
consciously avoiding using any data or information I collected to support any particular position
(Creswell & Creswell, 2018; Patton, 2015). Upon conclusion of the writing and review portion
of the research, I shared all findings, conclusions, and interpretations with all participants.
Summary
This chapter comprehensively describes hermeneutic phenomenology as the chosen
research method and the detailed characteristics of how the research will take place. Those
details included a restatement of the central and supporting research questions and how
traditional first-year students at CC, SU, and PU, as a diverse cross-section of higher education
institutions, will provide rich and robust data to support the inquiry. Data collection methods
included student journaling underwritten by phenomenology experts like Moustakas (1994) and
van Manen (2016b). Individual interviews centered on the Hoover-Dempsey and Sandler (1995)
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theory of parental involvement. Focus groups intended to build on the experiences and reflective
momentum that participants’ journal entries and interview responses provided (Adams & van
Manen, 2017; van Manen, 2016b).
Additionally, this chapter outlined the data analysis and synthesis steps required to
produce meaningful phenomenological interpretations, including open coding, axial coding,
thematic analysis and reduction, thematic isolation and description, linguistic transformation, and
phenomenological interpretation. Together, these detailed steps provided a comprehensive
explanation of how, from start to finish, this research transformed data about students’ negative
lived experiences about parental academic involvement into pedagogical meaning for others.
This chapter concluded with my professional commitment to trustworthy research by keeping the
tenants of credibility, dependability, confirmability, and transferability in the highest regard, as
well as my duty to remain ethical and transparent by protecting participants’ identities,
safeguarding data, and sharing all findings, conclusions, and interpretations with the participants.
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CHAPTER FOUR: FINDINGS
Overview
The purpose of this study is to describe the experiences of first- and second-year college
students who encounter negative parental academic involvement. This chapter summarizes the
findings based on the lived experiences of 14 participants by introducing each of them and
sharing in their words some of their family background and personal college circumstances that
contributed to their distinct experiences as first- and second-year students. This chapter then
provides the study's results in six unique themes with 13 subthemes that abridge and synthesize
student experiences with negative parental academic involvement. This chapter concludes by
providing answers to the central research question and sub-questions using students’ exclusive
expressions and illustrations to ratify the results and providing the essence of under-involvement
and over-involvement, the foundational contributors to negative experiences, and the meaning of
optimal involvement as phenomenological interpretations based on the findings.
Participants
Fourteen students from the three postsecondary settings participated in this research,
sharing their unique and often personal experiences associated with parental academic
involvement. The sample comprised a diverse cross-section of first- and second-year students,
including ten females and four males from varying backgrounds. The majority were first-year
students, with only two participants in their second year of college.
Concerning race, ten participants were white, two were black, and two participants’
families were first-generation immigrants from India. Additionally, a robust international
presence existed among the white participants. Specifically, one study member’s parents
immigrated to the U.S. from Romania, one student’s father was born in Zimbabwe, and two
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participants’ families still live in Sweden. Below is a table of participant demographics and
parents’ involvement levels:
Table 1
Participant Demographics and Parental Academic Involvement Level

Name School Year Gender

Race

Major

Father/Mother
National
Origin

Desired
Level
Level Received
(1-10)
(1-10)

Mark

CC

1st

Male

Black

Science

USA

6

8

Matt

CC

1st

Male

White

Science

USA

4

1

Tony

CC

1st

Male

Black

Nursing

USA

6

6

Andi

SU

1st

Female White

Business
Admin.

USA

5

8

Clare

SU

1st

Female White

Engineering

Romania

3

8

Fran

SU

1st

Female White

Education

USA

4

3

Mary

SU

1st

Female White

Education

USA

4

2

Rose

SU

1st

Female Other

Int.
Studies

Ireland /
India

7

6

Terri

SU

1st

Female Other

Engineering

India

7

4

Ann

SU

2nd

Female White

Occ.
Therapy

Zimbabwe /
USA

5

7

Barb

PU

2nd

Female White Management

USA

7

7

Helen

PU

1st

Female White

Int.
Studies

Sweden

8

6

Liz

PU

1st

Female White

Undecided

USA

5

3

Pete

PU

1st

Int.
Business

Sweden

8

8

Male

White

Among the 14 participants, seven described their parents as under-involved in their
college academics, four deemed their parents as over-involved, and three conveyed that their
parents were optimally involved. Four of the seven participants with under-involved parents
considered their parents extremely under-involved, meaning they provided 60% or less of the
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academic participation level the student desired. Conversely, the over-involved parents of three
of the four students in that category qualified as extremely over-involved, providing 140% or
more of the academic participation the student preferred. Figure 2 depicts the distribution of
college parental academic involvement across the students.

Figure 2. Distribution of Parental Academic Involvement (% provided of % desired)
Community College (CC) Participants
As is typical with community college attendance, Mark, Matt, and Tony, as first-year
students, were the only study-wide participants living at home with their parents year-round
while attending traditional daytime classes. All three said they chose community college over a
four-year institution, motivated by financial savings and the desire to achieve a more competitive
GPA for enrollment at a four-year college while earning their degrees. Mark and Matt shared the
decision to attend CC to afford their degrees without parental assistance or student loan financial
debt. A parental commonality Mark and Tony shared was that their fathers were both active-duty
military members, which similarly influenced their decision to attend CC. Participant
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introductions below help explain college choice, degree choice, environmental conditions, and a
glimpse of some college parental academic involvement experiences, as well as how students
think they would fair toward graduation without parents’ assistance.
Mark
Mark, a Black male whose father is in the U.S. Marine Corps and whose mom served in
the U.S. Army for several years when he was young, grew up moving quite often, making new
friends, and adapting to new environments. Attending high school at his father’s duty station
overseas last year, Mark’s family received orders to move back to the southeastern U.S. this past
summer, deciding to attend community college over a four-year university to avoid any debt
accumulation based on his father’s advice. Nearing completion of his first year at CC, Mark took
considerable pride in paying for his associate degree through federal student aid and a part-time
job while expressing appreciation that his parents provided him a place to live, a car to drive, a
cell phone to use, and most of his food.
Mark had complete confidence in his educational goals. He planned to complete his
associate’s degree in science next year at CC, complete a bachelor’s degree in biology at a
nearby four-year university, and go on to pursue his ultimate dream of attending medical school.
When asked how confident he was that he would reach that dream goal even if his parents could
not support him in the future, he responded, “100%.”
Desiring a college academic involvement level slightly less than his parents provided,
Mark categorized his parents as slightly over-involved, attributed to his parents’ pursuit of higher
education degrees and their tendency to routinely over-emphasize the need to focus on
academics. In light of this, Mark explained during the focus group that he was reassessing his
student-parent relationship to help him and his parents find a more appropriate balance. In the
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meantime, to avoid his parents delving deeply into academics as they did in high school, Mark
explained how he had learned that if he quickly changed the subject to something they were
more interested in, they tended to forget the academics part of the conversation.
Matt
Matt is a white male also in his first year at CC who, like Mark, was pursuing his
associate's degree in general science, then planned to transfer to a four-year university to finish a
degree in biology. Matt chose CC because he could continue living at home, the state was
offering him a grant which covered his tuition, and it would be cheaper than if he went straight to
a university accumulating student loans. Like several study participants, Matt’s parents were
both educators; his dad is a bachelor’s degree holder teaching high school, and his mom, with her
master’s degree, taught elementary school. Living with his parents, Matt interacted with them
daily, receiving help with class selection each term; however, they discussed little else associated
with academics. According to Matt, their K-12 familiarity prompted significant overinvolvement while he was in middle and high school. With two younger siblings in elementary
school and wanting to take greater responsibility for his future as an adult, Matt and his parents
agreed that their level of attention on his academics now that he was in college would decline.
Unfortunately, Matt’s parents' abrupt and significant shift to other life focus areas had him
concerned that he may struggle to graduate without more parental support and feedback.
Tony
Tony, a first-year student at CC pursuing a degree in nursing, was the quietest and most
reserved of the study group. Like Mark, he is a black male whose father is in the military.
However, Tony’s parents were paying his college tuition, unlike his CC classmates, which meant
they would be more actively tracking his academics than they did in high school, which Tony
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completely understood. Tony chose nursing as his degree and the courses he was taking without
his parents’ help, noting that they were quick to respond if he ever asked for help. Because they
were paying for his associate’s degree, he said their involvement level had slightly increased
from what they provided him in high school.
Tony expressed during his interview that he appreciated his parents’ academic oversight
and tuition assistance but was confident that if they could not help him further, he would still
graduate on time on his own. Asked to enumerate that confidence in a percentage of how likely
he would succeed, Tony did not hesitate, responding that he was 100% sure. Quantifying his
parents’ participation level as adequate, Tony rated both his desire for parental academic
involvement and level of involvement received as a matching six out of ten.
State University (SU) Participants
Six first-year female students at SU participated in the study, including Andi, Clare, Fran,
Mary, Rose, and Terri. Three are from families whose parents were born in the U.S., and the
other half are daughters of parents who immigrated to the U.S., including Clare’s parents from
Romania, Rose’s father from Ireland and mother from India, and Terri’s parents from India.
Among the SU subgroup, four participants had parents in education. Andi’s dad taught high
school, and Clare’s parents taught college. Also, Fran’s mom taught preschool, and her dad, a
former high school teacher, served as her local school district’s technology director. Finally,
Mary’s dad, a former teacher and high school principal served as superintendent and school
board president. Following are introductions to this diverse group of first-year SU students.
Andi
Andi, a first-year white female student at SU, was pursuing a Bachelor’s degree in
Business Administration (BBA). Losing her mother to cancer during high school, Andi’s father
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trusted her as a straight-A student to maintain her grades. That changed significantly with Andi
beginning college, especially with her father gaining a year of recent experience with her older
brother starting college last year. Desiring a college parental academic participation level of five
of ten, Andi rated her dad at eight, tied for the highest level among the 14 study participants.
Andi’s dad was very active in every aspect of her college academics, including applying
for scholarships, choosing classes, and maintaining grades. Andi and her father shared her tuition
cost between academic scholarships and a portion of a left-over incentive he earned as an
educator that he could pass on to her, which she cited as contributing to his high academic
involvement level. From Andi’s perspective, an equal contributor was his long career in the
school system. Although her father was over-involved, Andi expressed appreciation for his many
skills, admitting that without his love and support, she would not likely graduate on time.
Clare
Clare was also a first-year white female student pursuing her degree in engineering at SU.
The daughter of graduate degree-holding college professors who immigrated to the U.S. from
Romania just before she was born, Clare’s parents’ academic involvement level in high school to
prepare her for college was far more than she preferred. With her parents keeping the pressure on
her into postsecondary school, Clare experienced the highest level of college parental academic
over-involvement of all study participants at 267% of her desired support level. Unappreciative
that all of their conversations were about grades, Clare “cut them off” to reduce her anxiety level.
She still spoke to them about academics, but grades were an off-limits topic.
Clare also experienced stress associated with parental academic over-involvement in
other ways. For example, when she asked for assistance after not discussing academics with her
parents for a while, they often attempted to broaden the conversation into discussions about other
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courses, grades, or assignments. Additionally, when Clare performed well in a class or on an
exam, her parents were less than inspired based on high expectations. All that aside, Clare still
appreciated her parents’ familiarity with the college environment, their flexible hours as
professors to assist her at awkward times throughout the week, and her father’s technology skills
to assist when her computer or phone did not work correctly. Following her bachelor’s degree,
Clare planned to pursue a graduate engineering degree to become a leader in that field.
Fran
Fran was a first-year SU student majoring in Elementary Education. Her mother, who had
earned a master’s degree, and her father, who had completed his EdD, were also educators. Fran
rated her parents slightly under-involved, desiring an academic involvement level of four out of
ten and receiving three. Their reduced involvement surprised Fran because they were more
involved in high school and paying for much of her tuition. She offered that their underinvolvement was a byproduct of trust in her to make good decisions and ask for advice.
A unique challenge Fran faced was her parents providing conflicting advice based on
differences of opinion and a lack of communication at home. As a result, Fran often took the
advice she thought was best or sometimes ignored their advice altogether. Fran expressed how
vital her parents’ support was but emphasized that their input was more advice toward validating
her choices rather than direct support. When asked if she would still graduate on time without
parental academic support, Fran was confident she would. She was firm in that; college academic
success and completing her degree were ultimately her responsibility.
Mary
Mary began college at SU, pursuing a degree in criminology but recently changed her
major to education. That change sparked more interest in her college academics, especially from
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her father since he was the principal of her high school and now the superintendent of the school
system from which she graduated last year. Although changing her major to education sparked
slightly more parental academic involvement in some ways, Mary considered her parents
generally under-involved, especially after the heavy involvement she experienced in high school
and considering that they were paying 60% of her tuition. Mary rated her parental academic
participation level a two out of ten, desiring a four out of ten.
Like most of her study peers, Mary was confident she would graduate on time with or
without her parents’ academic support. Throughout the study, she expressed the importance of
college students having self-motivation, independence, and accountability for their actions.
Believing this, Mary took steps to distance herself from her parents once she enrolled at SU. In
hindsight, Mary wished that her parents were more involved than they were.
Rose
In her first year at SU, Rose planned to major in international studies, an interest
attributed in many ways to her unique family situation. Rose’s father is from Ireland, and having
earned his bachelor’s degree in his home country, he now works for a large U.S. technology
company. Rose’s mother, a stay-at-home mom who spoke English, French, Chinese, and German
fluently, earned her undergraduate degree in India. Desiring an academic participation level of
seven out of ten, Rose received 85% of that level at six out of ten. Most of Rose’s academics
came from her mother, who supported her sister at the same college last year. Her father was less
involved because he worked a demanding full-time job.
Rose was paying her tuition with a merit-based academic scholarship she earned while in
high school. She was also a first-year cadet in the Air Force Reserve Officer’s Training Corps
(ROTC) program at SU as a possible means for additional financial assistance in the future.
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Given these financial resources and a high GPA, Rose was confident she would complete college
on time with little or no parental academic support. Rose noted that her mom was not very
supportive of her serving in the military based on past discrimination for and highly publicized
crimes against women in the military by other service members.
Terri
Terri was a first-year student at SU who, at the time of this research, was still determining
whether to pursue a degree in engineering or education. As a first-generation college attendee on
a full academic scholarship, Terri was delighted to have the opportunity to attend college in the
first place, let alone pick her field of study. Indian immigrants of humble means who were
unable to graduate high school, Terri’s father was in retail, and her mother was a homemaker.
Based on limited experience and lack of knowledge of the U.S. college system, Terri’s parents
were, from her perspective, expectedly under-involved in her college academics. Rating her
desire for parental academic involvement at seven out of ten and receiving an involvement level
of four due to parental inexperience, which she described as “unaware.” She wished she could
ask them more questions or bounce study and research ideas off of them, but she also took pride
in her sense of independence and ability to make decisions for herself.
Academically gifted with scholarships to afford tuition, Terri was 100% confident she
would graduate on time. Although unable to assist her with academics based on their lack of
experience, Terri’s parents supported her in many other ways she appreciated. Terri described
their “facilitator” role as maintaining a general awareness of her well-being, helping outside the
classroom, and assisting with finding surrogate support for things with which they could not
assist. Until this study, she admitted she never thought about how her parents may be under-
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involved. Instead, Terri was content with how her parents remained routinely curious about what
she was learning and them showing concern for her general feelings and adjustment to college.
Private University (PU) Participants
Five students attending PU participated in this study. Among them were three first-year
students, including Helen, Liz, and Pete, and the only two second-year participants, Ann and
Barb. This group added additional diversity to the sample because Helen and Pete were
international students from Sweden attending PU on golf scholarships with their parents living in
their home country. Adding to the sample’s global essence was that Ann’s father immigrated
from Zimbabwe after earning his degree in South Africa. Like previous groups, a few students’
parents had military and education system affiliations. Adding to the career diversity among
study parents, this group added careers in business, finance, fashion, and health. Below are
introductions and some of the unique characteristics of the PU participants.
Ann
Ann was one of two second-year students who volunteered for this study; however, this
was her first year at PU following a recent transfer as a recruit for the university’s swim team.
Accepted to PU as a physical therapy major, Ann recently learned she had a heart condition that
precluded her from sports competition. Wanting to help others recover from life-changing events
based on her diagnosis, Ann switched her major to occupational therapy. Ann’s father, from
Zimbabwe, earned his bachelor’s degree in math at the University of Cape Town in South Africa
and worked in finance here in the U.S. Her mom, a middle school educator from New York,
earned her undergraduate degree in English. The three words Ann used to describe best her
parents’ academic involvement strategy were “understanding,” “knowledgeable,” and “curious.”
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Ann experienced numerous frustrations with her parents and their high interest in her
college academics. As one diagnosed with attention deficit hyperactivity disorder (ADHD) at a
young age, she admitted she was “prone to forget,” tended to become “hyper-focused,”
prompting extreme anxiety, and when struggling academically, she had the predisposition to shut
down. Desiring an involvement level of five of ten, she received a level of seven at the time of
the study, which she explained was a welcomed reduction after recently setting new boundaries
with her parents by cutting them off from knowing grades. Notwithstanding, Ann also admitted
that having her parents over-involved in her academics was sometimes in her best interest.
Barb
Barb, in her second year of college at PU, began the year working toward a major in
Management; however, she was considering changing her major to healthcare focused on social
work based on recent experiences that piqued her interest. Barb’s father was a certified public
accountant (CPA), and her mother, in a somewhat shocking recent announcement to the family,
was running for public office in their hometown in a nearby state. The words Barb used to
describe her parents’ academic involvement strategy best were “supportive,” “hands-off,” and
“dependable.” As those descriptors indicate, Barb felt her parents were involved at the right
level, rating her desire for support and their commensurate support level at seven out of ten.
Accommodating a reasonably high involvement level compared to most study peers,
Barb appreciated their appropriate concern and occasional curiosity to ensure she stayed on top
of her coursework since she was admittedly sometimes complacent and occasionally required
parental prodding. Barb did not feel her parents’ role was making decisions for her as an adult,
but instead being generally available and reasonably responsive when needed. Asked to elaborate
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on what “reasonably responsive” meant, Barb described it as her parents getting back to her in a
few hours if convenient and if not, responding the next day was more than acceptable.
Helen
Helen was an international first-year student from Stockholm, Sweden attending PU on a
scholarship to play for the women’s golf team. Her mother worked in the European fashion
industry, and her father, who had earned a three-year technical certificate in business in Sweden,
owned a small company. Insisting that she major in international business and unsupportive of
her changing her major to something more interesting, Helen offered several times during the
study that their doggedness may be a bit vicariously driven.
Significantly distanced from her parents at PU, Helen primarily communicated with them
in Sweden by phone. Attending a boarding school in high school, Helen shared how she became
highly independent over the past few years, with faculty and administrators assisting with
academics more often than her parents. Desiring a college academic involvement level of eight,
Helen rated her parents’ support at six, equating to 75% of her desired participation level. She
attributed their slight under-involvement to three things, including distance, inability to
understand English well, and their inexperience with degree-granting universities, especially the
U.S. college campus system or culture.
Although she wished her parents could help her more directly and often, Helen seldom
shared college academic challenges with them or asked them for advice based on these factors.
When Helen occasionally asked for academic assistance from afar, her parents were always
willing to help her find surrogate support. Asked if she would graduate on time with limited or
no additional academic support from her parents in Sweden, Helen was 99% sure that she would,
attributing self-assurance to the independence and confidence built in high school.
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Liz
Liz, as a first-year student at PU, had not yet chosen a major but was leaning toward
computer coding based on her sister's majoring in the same field and its future growth potential.
Of the SU and PU study participants, Liz was unique in that she was the only student not living
on campus. Instead, she lived with her grandmother next door to her parents. Her father, with
prior Army service combined with a graduate degree, was an instructor at a professional military
development school on a nearby military base. Because her mother was a PU administrative
employee, Liz received free tuition. Desiring a modest academic involvement level of five out of
ten and receiving a level of three, Liz’s parents had little to do with supporting her academically.
Like Ann, Liz was diagnosed with ADHD at an early age. Although her ability to focus
improved with experience, she still desired her parents’ assistance in organizing and prioritizing.
Unfortunately, her parents seldom favorably responded when Liz asked for assistance. Based on
her first year of unsatisfying experiences as a result of little college parental academic support,
Liz was uncertain if she would pass all her classes that term. When asked about completing her
degree on time without parental academic assistance, Liz expressed even less confidence. That
said, she was adamant that, with a few years to regroup and return to school, she would finish her
four-year degree despite their lack of support.
Pete
Pete, like Helen, was an international student from Sweden attending PU on a full
scholarship to play golf. Also, like Helen, he was majoring in international business; however, he
was also pursuing a second major in finance based on his love for math and economics. Like
Tony at CC and Barb at PU, Pete considered his parents optimally involved in his academics,
matching his desire for support with their participation level at eight of ten. Sharing a career field

123
focused on dental health and hygiene, Pete’s father was a dentist, and his mother was a dental
hygienist. Asked what words best described his parents’ involvement strategy, Pete replied,
“interested,” “thoughtful,” and “supportive.”
A few months after moving to the U.S., Pete learned that his parents were going through
a divorce, which was surprising and sad for him as he had not seen indicators before leaving. In
the few months following, he experienced a decline in their time, energy, and desire to support
him as they had for many years. A few months later, when this study began, his parents were
renewing their commitments to supporting him personally and academically from different
locations. Asked about his prospects for graduation without further parental academic support,
During the interview, Pete immediately responded that, with his 4.0 GPA in the first semester
and his ability to find other support, he had complete confidence he would graduate on time.
Results
This section outlines the themes and subthemes that describe students’ experiences with
positive and negative college parental academic involvement using the data analysis and
synthesis process described in chapter three. The section begins by summarizing the steps for
data analysis, using the participants’ expressions and illustrations to describe the six emerging
themes and 13 sub-themes that comprise students’ experiences associated with under-, over-, and
optimal parental academic involvement. The students’ detailed, unique, and often personal
descriptions of constructive and undesirable lived experiences underscore the emergent themes.
Four positive subthemes emerged as subsets of the six primary themes, helping identify
characteristics of optimal involvement. This section concludes by providing detailed answers to
the research question and supporting sub-questions, again using the participants’ sentiments and
feelings about parental academic involvement to help substantiate the themes. A summary of
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themes, subthemes, and their experiential impact by participants who experienced them is at the
end of this section in Figure 3.
Theme 1 – Secondary School Status Quo
Secondary School Status Quo is when parents maintain the academic involvement
strategy used during high school to manage involvement in their child's college academics.
Seven of 14 study participants experienced this theme spanning the spectrum of parental
academic support from under-involved to over-involved. Rose and Helen, whose parents were
under-involved in high school, shared Secondary School Status Quo under the subtheme of
Pervasive Inexperience. Conversely, Ann, Clare, and Mark, whose parents were over-involved in
high school, experienced frustrations related to the subtheme of Involvement Inundation in
college. Barb and Pete, who considered their parents adequately involved, positively shared
Secondary School Status Quo under the subtheme Practical Progression. Below are explanations
and students’ lived experiences associated with Pervasive Inexperience, Involvement Inundation,
and Practical Progression as subsets of the theme of Secondary School Status Quo.
Pervasive Inexperience
Pervasive Inexperience is parents’ lack of knowledge or personal familiarity with the
postsecondary environment, system, or processes, rendering them less confident or qualified to
assist their child academically in college. For Terri, whose parents did not attend high school in
the U.S. or college anywhere at any level, under-involvement had been the norm throughout her
secondary and postsecondary education. Therefore, Pervasive Inexperience is a continuation and,
in many ways, an expansion of Terri’s parents’ inability to assist her with most aspects of
college, including academics.
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Asked to describe her parents’ under-involvement, Terri explained, “Because they are
immigrants, it is hard for them to understand the system here. I interact with them for probably
an hour per month because they can’t really provide me advice on which sort of classes to take or
which major is best for me because they don’t have the experience.” Terri admitted that until this
research, she had never thought about how they are under-involved and why. During the study,
Terri routinely expressed her understanding of them not knowing how to help her directly with
her college academics, including choosing her degree, her courses, or helping her with
coursework in any way.
Helen’s parents, like Terri’s, had not attended traditional college. Complicating matters,
they had never been to a U.S. campus and did not speak English, making them less able to
understand the college system or environment. Helen, having attended a boarding school for
three years in high school, had already experienced occurrences of limited academic
involvement. This status quo for Helen carried over and even expanded with her attending
college in a different country nearly 4500 miles away. Helen shared, “They are not involved in
the courses I study here because they don’t consider themselves to have enough knowledge about
that. They are not that good with English, and I don’t think they want to get involved here. Also,
because my degree is at a higher level than they have taken, they really don’t have the
knowledge, and with my courses being in English, they are not confident to help with them.”
Although Helen and Terri had complete confidence that they would finish their degrees
on time, their attitudes toward future academic assistance from their parents were quite different.
Specifically, Terri excused her parents from increased involvement based on their unfamiliarity
with the college environment. On the other hand, Helen wished her parents could look past their
inexperience with the U.S. college system and process and help in a more general way. During
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her interview, Helen said, “Sometimes I wish they were a little more positive – perhaps ask to
see what I am doing by reading through what I have done. I know they can’t read English, but
that isn’t the problem. When I am writing an assignment, I think they should automatically ask to
read through it to see what it is about or when I tell them that I have done a good job on an
assignment, I think they should want to see it.”
Involvement Inundation
Involvement Inundation in the context of Secondary School Status Quo is when students
continue to experience similar levels of parental academic over-involvement once in college,
despite the often-inappropriate nature of high school involvement strategies. Accompanying
college inundation in this study was parents’ disregard for the child's desire to become more
independent as an emerging adult. Ann and Clare similarly experienced Involvement Inundation
and, as a result, had to intentionally limit their parents’ involvement to reduce their anxiety
levels. Ann described her experiences with academic over-involvement, stating, “They always
push me to do well. I get annoyed if they pester me about certain classes because I don’t want to
talk about it. I would rather have a different conversation.”
Clare, like Ann, experienced overwhelming Involvement Inundation as she moved from
high school to college. In Clare’s case, however, she received almost triple the college parental
academic involvement she desired from her parents. For Clare, as it was for Ann, the expectation
was straight A’s. During the focus group, Clare shared how Involvement Inundation led to
cutting her parents off from her grades, stating, “When I got my first exam grade back from
college, I went from being a straight A student to getting a C on my very first exam, and I told
them, which was a mistake. Their response was, ‘clearly, I did not study enough and did not go
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to tutoring either.’ Then they tried to become more involved, which affected my college
experience because last semester, it didn’t feel like I had one.”
Practical Progression
Practical Progression is a positive subtheme of Secondary School Status Quo that
emerged from this study. Unlike Pervasive Inexperience and Involvement Inundation, it
highlighted developmentally appropriate parental involvement strategies as children matriculated
from high school into college. Clear examples of this theme were Barb and Pete, who maintained
relatively constant and transparent communications with their parents while in high school,
conveying their desired level of parental academic involvement. Likewise, both maintained
transparent relationships with their parents as they transitioned to postsecondary studies. In
response, their parents remained open and responsive to their explicit invitations for academic
assistance, providing general support and advice when appropriate.
Barb, who occasionally procrastinated with homework, described her mother’s efforts to
stay on top of her studies as “subtle reminders and periodic encouragement.” Sharing how Barb
appreciated their viewpoint as caretakers rather than enforcers helped her keep a positive
perspective. For example, she shared, "Sometimes when they call me and ask if I have gotten all
of my homework done or if I am keeping up with things, my first thought is, hey, back off a
little. But then I realize they are doing it more because they are my parents and not because they
want to keep track of my day or my grades.”
Pete, like his Swedish classmate and golf team counterpart Helen, was attending college
in the U.S., far from his parents. Despite the distance and their recent divorce, he remained close
to his parents, talking to them often about everything from academics to athletics. He shared his
personal experiences with their practical progression strategy concerning academic involvement
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during his interview in the following way: “Since they are curious to hear how I am doing, I have
contact with one of my parents almost every day. They have always asked me about my grades
and how I have done on tests, and that is O.K. They have always wanted me to study hard and
get the highest grades, so I am very pleased with my parents' involvement. They create
motivation through love, and that is something I appreciate very much.”
Theme 2 – Academic Care Culmination
A contrasting theme to Secondary School Status Quo that emerged during this study
among three first-year participants was Academic Care Culmination based on parents’ role
construction. As discussed in chapter two, role construction is how parents interpret their duty to
participate directly or indirectly in a child’s educational activities (Hoover-Dempsey & Sandler,
1995; Park & Holloway, 2018; Yotyodying & Wild, 2016). Within the context of role
construction, Academic Care Culmination is when parents significantly reduce participation in
their child’s academics once they begin college as an emerging adult. Three study participants
experienced this phenomenon within two subthemes – Parental Role Revision and Child Role
Expansion.
Parental Role Revision
Liz experienced Academic Care Culmination based on the subtheme of Parental Role
Revision. Throughout the study, Liz expressed how she longed for her parents to continue to
support her academically when starting college. However, based likely on behavioral
observations of her grandparents, family friends, or other parents at Liz’s schools over the years,
Liz’s parents believed their part in supporting her from an academic perspective culminated
when she graduated high school and became an adult (Green et al., 2007; Hoover-Dempsey &
Sandler, 1995). Liz shared her experiences and thoughts about how her parents ceasing their
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support made her feel, stating, “I have noticed since I started college that they want me to think
on my own, but sometimes, I just really need some help. I knew they were going to lean back a
bit on helping with my academics, but I didn’t know they were going to lean that far back.”
Child Role Expansion
Mary and Matt also experienced Academic Care Culmination based on Parental Role
Revision but from different personal viewpoints. Unlike Liz, who did not agree with her parents’
intent to disengage from supporting her academically once she began college, Mary and Matt
tacitly agreed with their parent’s position. Likeminded that they should manage college
academics with far less parental support than in high school, Mary and Matt experienced a
partnering subtheme to Parental Role Revision within Academic Care Culmination called Child
Role Expansion.
Mary commented, “Quite honestly, I think parental involvement as you get older is more
detrimental than anything. You are never going to become accountable for your own actions. I
feel like we need to learn to have that motivation of our own because we will need it later in life
too. I feel like having your parents step back definitely causes some challenges, but it also causes
you to pick up a little bit more responsibility.”
With two younger siblings at home, Matt fully expected his parents to pivot their time
and energy to focus more on his brother’s and sister’s well-being now that he was an adult. Matt
saw himself taking on a more responsible role as well. He shared his newfound freedoms in
college and the responsibilities he must take on in his journal and during his interview.
Unfortunately, in this study, unexpected outcomes accompanied both cases of Child Role
Expansion in the form of disappointment on behalf of the students craving greater responsibility.
Although Mary and Matt saw their parents’ academic participation roles evolving to support
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them more generally, regrettably, they both experienced changes in their parents’ involvement
strategies that went far beyond what they desired or even predicted.
During her interview, Mary confessed, “I wish they would ask more questions. I wish
they would learn a little more about what I am going through – simply ask questions to learn
more about what I am doing. The reality of Matt’s new relationship with his parents was
somewhat sobering when sharing his parents’ comments like, “you are an adult now, so you can
dig your own pits and fall into them” and “well, you have dug your own grave, now you can
sleep in it.” In hindsight, Matt planned to ask his parents for additional academic support and “let
them know their input is valued.”
Theme 3 – Assistance with Surrogate Support
Parents who did not experience college or attended long ago often lack the current
postsecondary knowledge to help their children with coursework as they would prefer. Similarly,
immigrant parents who did not attend college in the U.S. lack the requisite familiarity with how
university degree programs and courses work to help their child negotiate the college educational
process effectively. To overcome this, many parents seek third-party advice or assistance to
augment the support they cannot provide their children.
Likewise, dedicated parents who wish to provide as many academic support networks or
perspectives as possible in case their child could benefit from them often offer links to
instructive proxy contacts or enlightening information to supplement their child’s college
instruction. These ancillary assistance resources can be fitting or unhelpful for the student based
on several factors. Four study participants shared experiences with some form of this
phenomenon associated with a theme termed Assistance with Surrogate Support. Two students,
Mary and Terri, felt the academic assistance their parents sometimes provided was positive and

131
helpful. In contrast, two others, Ann and Helen, experienced dissatisfaction with the surrogate
support their parents tended to provide.
Fitting Assistance
This study revealed that Fitting Assistance occurred when parents provided surrogate
support in service contacts or supplement information in a timely, appropriate, and valuable
manner. In high school, Mary’s dad was her principal, so he was always nearby, willing to help
her himself. Now that she is in college, he is far less able to assist. Because her mom did not
attend college, Mary expressed that she was less confident or qualified to help Mary directly with
her college academics. Those factors aside, Mary’s parents were always eager to help her find
other resources that might fill any void with academic support.
Mary described her parents’ Fitting Assistance with finding additional academic
resources to help with her studies in this way: “They give me all the information they have, and
they do their best to help. I shouldn’t expect them to be able to help me with things they have no
idea about or have never been through. I will say both my parents are pro-tutoring. If I ever have
a question that they cannot help me with, they are really good at helping me find resources to
help me in ways that they cannot.”
Terri, a first-generation college student from India, received some homework assistance
from her parents in high school. Still, as she transitioned to college, her parents were
understandably less able to assist her directly with coursework. Understanding this, Terri, with
her parents’ help, learned young to establish a surrogate academic support network, which she
did when she began college. Reinforcing this approach, Terri shared interactions with her parents
about surrogate support in her interview. Specifically, she shared how her dad was always
willing to ask friends for their perspectives and how her mom sought out college resources early
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so that later, she could help Terri remember they were available. Terri added, “They also suggest
asking different people like counselors, or my dad will ask his colleagues at work what they
think. I want them to be more involved, so I also want to tell them about resources so they know
how to provide advice to me later.”
Unhelpful Information
Not all supplemental contacts or information parents provided their college children to
help them academically was valuable or appreciated. This study revealed that Ann and Helen
periodically lived negative experiences based on Unhelpful Information associated with Parental
Assistance with Surrogate Support. Ann, whose parents were hyper-involved with her college
academics, expressed frustration in dealing with her parents providing unhelpful information.
Ann's comments during her interview describing her frustrations were, “Sometimes my
parents share their own research, which is nice – don’t get me wrong, but sometimes they think
they know more about my studies than I do, which is a bit frustrating. It is frustrating to me when
my mom says, ‘this journal says this.’ My mom is also on a Facebook group that posts things for
the school, and sometimes she will send me random stuff off of it, just because it mentions
academics or certain things happening on campus.”
Helen’s college experiences with unhelpful information were infrequent and far more
subtle than Ann’s experiences. For Helen, as a byproduct of boarding school attendance in high
school, her parents assisting her in finding third-party academic support resources while in
school away from home was the norm. In college, because her parents were in Sweden, did not
speak English, and therefore had not attended a U.S. university, their efforts to support her
through surrogate support stateside were less deliberate or helpful.
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When asked to share lived experiences of her parents sharing unhelpful information, the
topic Helen cited her parents’ most common responses, stating, “They often respond in the way
that I expect. My parents will say, I can look something up for you, or I will dig into it for you
and see what I can come up with. Often they come up with something really quickly, and I know
what they come up with is seldom good or useful.”
Theme 4 – Underwhelming Response to Academic Success
Many people know the joys of doing better than expected in a course, on an exam, or on a
homework assignment in school when younger. Unfortunately, when parents are busy or
otherwise engaged, they sometimes neglect to respond as positively as the child had hoped or
expected. This study highlighted that this type of Underwhelming Response for Academic
Success took place for three participants under two subthemes with diametrically opposing
circumstances.
The central theme of Underwhelming Response to Academic Success occurs when parents fail to
express commensurate joy or pride in their child’s academic achievements. As a student with
over-involved parents, Mark experienced Underwhelming Responses to Academic Success
associated with the subtheme of Mere Meeting of Compulsory Marks. In contrast, Clare
experienced a response more aligned with the subtheme of Disconnected Disinterest. Irrespective
of the reason for their parents’ underwhelming reaction, the negative impacts of parents’ lack of
acknowledgment for moments of academic success were similarly disappointing for both
participants who experienced this theme.
Disconnected Disinterest
Exceeding academic expectations for college students is a big deal, especially when they
struggle with a particular subject, course, or professor. Whereas some over-involved parents
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have the highest expectations, others have little interest in specific grades and trust their children
to achieve high marks routinely. Mark, whose parents were slightly over-involved, expressed
Disconnected Disinterest when he shared an instance of unexpected academic success with them.
Mark’s parents’ underwhelming response to his academic achievement on an exam was
so subtle that when he shared it with his study peers in the focus group, he immediately
dismissed their complacency for his success as unimportant. However, his tone and words
indicated his dismissing comments seemed slightly less than sincere: “I do feel like they have
short attention span because when I tell them about my grades, they say nice things for about two
seconds, and then they go back to whatever they were doing. The first time I took an exam in
college, I got an A-, and I honestly thought I had failed it. I went to my dad and shared that I
really couldn’t believe I had passed this exam. He was like, ‘nice,’ and that was it.”
Mere Meeting of Compulsory Marks
For some over-involved parents, achieving the maximum score is a mere meeting of
compulsory marks in their eyes. Anything less is simply substandard. As mentioned earlier,
associated with Involvement Inundation as a subtheme to Secondary School Status Quo, Clare’s
parents, as college professors, had the highest standards for Clare.
From Romania, earning their degrees in the U.S. years before Clare was born, Clare
explained that her parents’ success required extra effort based on a language barrier and
unfamiliarity with the college system. Held to high standards, Clare shared her experiences with
the subtheme of Mere Meeting Compulsory Marks after hearing about Mark’s experience during
the focus group: “Similar to [Mark], if I come home with an A, they say, ‘well, that is what we
expect.’ For my parents, when I do bad, it is really bad, but when I do good, it isn’t necessarily
good. It is so frustrating.”
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Theme 5 – Academic Interest as Investment Oversight
Academic Interest as Investment Oversight occurs when parents, paying for some or all
of their child's higher education, desire a particular level of academic oversight to help protect
their financial investment in their child's future. For Tony and Fran, this theme emerged in
different ways. For Tony, whose high school grades were average, once his parents began
affording his tuition, they quickly shifted from passive academic involvement to a more active
level of participation. On the other hand, Fran, an honor roll student in high school, experienced
the opposite in that her parents’ reasonably active role in her high school academics shifted to a
more passive approach. The intent for both sets of parents was to ensure their child passed their
courses, making expected progress toward timely graduation.
Active Oversight
When Tony enrolled at CC, his parents agreed to pay his college tuition while he worked
part-time to afford other expenses. To oversee their financial investment in his future, Tony’s
parents took on a more direct and active role in his college academics. They did this by weighing
in heavily on what college he should attend and the regularity at which they would check his
grades to ensure he kept on track. This type of oversight was not a routine Tony was accustomed
to in high school.
During his interview, Tony commented on their current elevated academic participation
level in helping pick his school and closely monitoring his grades: “My parents were extensively
involved in helping me pick my college, beginning with the fact that they would be the ones
paying. We chose a path that would be the best for me while also not emptying their pockets. In
high school, they would periodically check my grades to see if I was passing. Now they check
my grades every week. I think that is because they are paying for my school. I want a little less
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involvement, but it is also nice in a way because it keeps me on track. They are participating in
the way I think they should be.”
Passive Oversight
When Fran graduated high school, the college she would attend was SU since her father
and his two siblings had all graduated there, a family tradition Fran planned to continue. After
applying for and receiving scholarships to pay some of her tuition, Fran’s parents agreed to
afford the remaining balance and all incidentals. Based on open communications with her
parents, Fran also understood that based on her high school academic achievement, they trusted
her to maintain passing grades and only intended to monitor her academic progress passively.
In her interview, Fran expressed satisfaction with her parents' passive oversight,
commenting, “I understand that for students like me, their parents are paying for them to attend
college, but it is still our education, not our parents. I am fairly satisfied with the amount of
involvement that my parents have in my education. They aren’t super involved. They are not the
ones to check my grades. I mean, they make sure I am passing and want me to get As and Bs in
classes if I can, but my dad sent me to school with the mentality that Cs get degrees. My parents
are more over-involved when it comes to my social life than with my academic life. I think what
there are doing is what they should be doing.”
Theme 6 – Vicariously Driven Motivation
Some students in the study articulated negative experiences associated with parental
academic participation driven by vicarious motives. Specifically, Andi and Helen’s parents
displayed the subtheme of Parental Self-imaging, meaning their parents often took positions or
provided academic advice that favored their children being more like themselves. Similarly, Ann
and Fran lived out elements of the subtheme of Second-hand Experiencing, whereby their
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parents sought indirect satisfaction through activities and events in which they participated. More
simply stated, Andi and Helen’s parents preferred their daughters’ experiences to be like their
own, whereas Ann and Fran’s parents longed to experience things through their daughters.
Parental Self-Imaging
Andi’s most academically involved parent was her father, a high school teacher. As she
transitioned from high school, her father helped her with everything related to college, including
choosing her school, selecting her degree, helping her apply for scholarships, and ensuring she
maintained her grades once enrolled. Several times during the study, Andi pointed out how her
father exhibited a little parental academic self-imaging based on his experiences with college and
degree choice.
In her journal, Andi wrote, “My dad was very involved in helping me choose the college
I am attending. We toured 8 [sic] colleges before making my decision, and my father had
attended every one of them. My dad also has a business administration degree, and therefore that
highly influenced my decision to pursue a business degree. He also wanted me to major in
business since he is now teaching it.”
Fran, attending SU with Andi and whose parents are also educators, similarly
experienced Parental Self-imaging. Despite this, Fran expressed that choosing a degree in
education was entirely her choice based on her interests, although her parents had a minor
influence on her attending SU. Occasionally frustrated with her father’s familiarity with SU
associated with this theme and subtheme, Fran described choosing SU and education as her
major in her journal: “My parents were very involved in me choosing to attend this university.
My dad went to this college along with my aunt and uncle. My brother is named after this city
because my parents met here. They really wanted me to attend this school.”
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Attending the same college, one’s father attended can be difficult for many reasons,
especially when he fails to see how things at that specific college and the university level have
changed over time. During her interview, Fran shared how her father’s obliviousness to
postsecondary evolution as an example of parental self-imaging made taking his advice on
course selection very challenging. As Fran described it, her dad acted as if postsecondary
academia at the undergraduate level and SU were the way he left them decades ago,
commenting, “my dad still compares him taking classes here decades ago to me taking classes
here. I was talking to him just today, and he wanted me to take business classes that I didn’t have
prerequisites for. He just had more freedom to choose things than I do now.”
Unlike Fran, who thought education was her natural calling, Helen expressed sentiments
throughout this study that an international business degree may not have been the right fit for
her. When asked to share her experiences with her parents' involvement in helping her choose
her college and degree program, she acknowledged that majoring in international business had
long-term prospects, although it may have been more appropriate for her parents and not her. In
her journal, Helen wrote, “I think my parents were so involved in me choosing the right major
because they don’t want me to waste four years of my life on something that just feels good to
study at the moment. I think they see more long-term. I also sometimes think that they might
wish they had chosen the major they wanted me to study when they were young.”
During her interview, Helen further elaborated on her questionable degree choice. When
asked in what ways her parents felt they were qualified or confident in providing her college
academic support, she described circumstances that further alluded to how parental academic
self-imaging played a significant role in her degree choice. She ended her answer to the question
in a way that left little doubt about how post-college self-imaging was one of her father’s
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primary motives, stating, “My parents wanted to make sure that I chose a degree that would give
me good, long-term like job security. But maybe, if I had chosen myself, I would not have made
the same decision to study international business. My dad has had his own business for over 30
years, so that is why he is pushing for me to go into that field. My mom said that I could choose
whatever I wanted. My dad, though, is making sure that I follow his career path.”
Second-hand Experience
Second-hand experience as a subtheme of the central theme Vicariously Driven
Motivation is when parents’ involvement and accompanying advice creates opportunities for
them to indirectly experience their desires, interests, and associated feelings through their child's
college activities. In academics, this can occur with a parent recommending a college, a degree,
or a course based on the parents’ curiosity or self-driven interests rather than in the child's best
interest. For Ann, whose father attended college in South Africa, his desire to experience things
second-hand became evident when he insisted that she major in physical therapy (PT) rather than
occupational therapy (OT).
Ann’s father wanted her to pursue a degree in PT because her sister, a year ahead of her
in college, was also majoring in PT, and it was a program with which he was familiar. For Ann,
following in her sister’s academic footsteps based on her father’s familiarity was not an option.
In her interview, she stated, “The only other thing my parents and I argued about now is me
switching my major. My dad really wanted me to do PT because my sister’s degree is in PT as
well. I told him that I didn’t want to major in PT – it was just so boring. So, I told them I was
switching to OT. It is my future career, so it is my choice in the end.”
On a separate occasion, Ann experienced Vicariously Driven Motivation in the form of
second-hand parental experience when her mom wanted her to take a class based on her interest
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in the material. Ann immediately refused. During her interview, she said, “My mom wanted me
to take this genetics class because she was very interested in it. I threw a fit. Why would I take a
course I don’t need because my mom wants to learn about it? I think my sister did end up taking
that class. She enjoyed it, but I definitely would not have.”
According to Ann, her parents’ desire to experience college events and activities through
her second-hand eventually went too far. Frustrated with this, Ann used her parents’ Vicariously
Driven Motivation as one of several reasons to limit their academic involvement. During the
focus group, hearing Helen’s story about choosing international business as her major, Ann
shared why she set new boundaries with her parents: “I think it is important that parents don’t
put their own dreams on their kids because there was something they wanted to do but never did
in college. I mean, if they made mistakes or if something didn’t work out for them, don’t put that
on your child. It is their life – their college experience. Now in my sophomore year, I put my foot
down and told my parents that putting their expectations for their college experience on me was
wrong. This is my college experience, and I want to make it my own.”
Although each student’s rich experiences with parental academic involvement were
unique to their circumstances, the essence of their experiences paralleled that of their study peers
in many ways. The analysis and synthesis of their experiences resulted in six central themes and
13 subthemes described. The phenomenology-oriented summary narratives for each central
theme and supporting subtheme follow in Figure 3.
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Theme

Theme
Summary

Secondary
School
Status Quo

Parents maintain
academic
involvement level
and strategy
used when child
attended high
school

Parents reduce
participation in
Academic
their child’s
Care
academics once
Culmination
they begin
college
Parents seek out
supplemental
Assistance
academic
with Surrogate
support
Support
resources for
their child
Parents fail to
Underwhelming
express
Response to
adequate
Academic
emotion when
Success
child excels
academically
Parents funding
Academic
a child's college,
Interest as
desire academic
Investment oversight to help
Oversight
protect their
investment
Parents' position
or advice is
Vicariously
reflective of their
Driven
achievements or
Motivation
driven by
personal desires

Associated
Parental
Students
Involvement Level
Continuation/expansion of parents’ lack of
Helen
Pervasive
knowledge or familiarity with child's college Negative Under-involved
Rose
Inexperience
environment, system, or processes
Terri
Parents continue high academic involvement
Involvement
Ann
level despite increasing inappropriateness for Negative
Over-Involved
Inundation
Clare
a college child or environment
Parents maintain appropriate involvement
Practical
Barb
strategies based on child's needs and desires Positive Adequately Involved
Progression
Pete
as they matriculate into college
Parents believe their part in supporting
Liz
Parent Role
children academically culminates when they Negative Under-involved
Mary
Revision
graduated high school and become an adult
Matt
Children agree parents' academic support
Child Role
Mary
decreases when they graduate high school, Negative Under-involved
Expansion
Matt
woefully misjudging decrease level
Parent-provided surrogate support is timely,
Fitting
Mary
appropriate, and useful for the child toward Positive
Under-involved
Assistance
Terri
academic improvement
Parent-provided surrogate support is
Unhelpful
Over-involved
Ann
inappropriate, untimely, or unhelpful for the Negative
Information
Under-involved
Helen
child as a form of academic assistance
Parents' disinterest in grades renders them
Disconnected
disconnected from academic specificity
Negative
Over-involved
Mark
Disinterest
leading to complacent responses to success
Parents with high standards consider a child
Mere Meeting of
achieving a maximum grade as
Negative
Over-involved
Clare
Compulsory Marks
unceremoniously meeting expectations
Parents' academic oversight level compared
Active
to high school slightly increases based on
Positive Adequately Involved Tony
Oversight
increased financial investment
Parents trustingly decreases academic
Passive
oversight level after high school, passively Positive
Under-involved
Fran
Oversight
ensuring child still graduates college
Parents' academic viewpoint or advice favors
Parental
Fran
the child being more like them from college Negative Under-involved
Self-Imaging
Helen
choice to degree choice and career pursued
Academic position or advice allows parents
Second-Hand
to indirectly experience desired events and
Negative
Over-involved
Ann
Experience
associated feeling through the child's actions
Sub-theme

Sub-theme Summary

Impact

Figure 3. Summary of Themes, Subthemes, Impacts, and Students Experiencing Each
Outlier Data and Findings
This study yielded two unexpected findings. The first unanticipated result was that
emergent themes did not align with the parental participation levels in any predictable or
significant way. In other words, researchers tend to characterize parents’ actions as underinvolved or over-involved in ways that are exclusively positive or negative in most studies
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dealing with parental involvement. In this study, some themes had positive and negative impacts
based on the appropriateness of the theme to the student’s needs, abilities, and confidence levels.
The second unforeseen outcome was that one participant, providing as much data as many of her
participant peers, was absent from the list of students tied to a theme or subtheme. The details of
these unpredicted results below are notable for understanding these findings and future studies.
The Insignificance of Theme Alignment to Involvement Levels
An unexpected finding during data analysis was the inconsequentiality of how central
themes aligned to involvement levels. Initially analyzing the data, I expected that underinvolvement and over-involvement would be explicit to each central theme. During axial coding,
it became clear that emerging themes were not explicit to parental academic involvement levels.
Instead, themes had a positive or negative effect compared to how students’ lived experiences fit
their involvement desires irrespective of current involvement level. As a result, the central theme
of Secondary Status Quo applied to under-involved, over-involved, and adequately involved
parents based on the data. As a unique example of how involvement level was insignificant to
even sub-themes, the subtheme of Unhelpful Information as part of the central theme Assistance
with surrogate support applied to both under-involved parents for Helen and over-involved
parents for Ann.
Andi’s Absence in Emergent Themes
A second unexpected finding was how Andi’s experiences were absent in the themes and
associated subthemes that emerged from the data. When data reduction and isolation were
complete, connections between themes and participants’ lived experiences were reasonably
evident. It was not until after thematic isolation and description were complete that it became
evident that Andi’s name was not on the far-right list of participants in Figure 3 above.
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This outcome was surprising since Andi’s assessment of her parents’ over-involvement
level was the second highest of the 14 participants at 160%. Reviewing the data several times,
although Andi provided ample comments in her journal and interview and during dialogue with
her peers in the focus group, none of her remarks nested within the six central themes or 13 subthemes described. Research credibility requires that collected data accurately represent
participants’ lived experiences (Connelly, 2018; Errasti-Ibarrondo, 2018). Additionally,
Hermeneutic Phenomenology demands that lived experiences speak for themselves without
theorization (van Manen, 2016a, 2016b). As a result, Andi’s name remains absent from the
groups of participants experiencing the central and subthemes defined by this study.
Research Question Responses
This research intended to describe the lived experiences of first- and second-year college
students who encounter negative parental academic involvement. The central question was What
are first- and second-year college students' experiences with negative parental academic
involvement? Answering the question required describing parental academic over-involvement,
under-involvement, and optimal involvement as sub-questions to the central question. Analyzing,
and synthesizing the data from journals, interviews, and three focus groups, then reducing and
isolating themes across all participants, the result was six unique themes to help answer the
central question and supporting sub-questions.
Based on this study sample, five themes emerged as contributors to negative parental
academic involvement. They are Secondary School Status Quo, Academic Care Culmination,
Assistance with Surrogate Support, Underwhelming Response to Academic Success, and
Vicariously Driven Motivation. Academic Interest as Investment Oversight as a sixth central
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theme was exclusive to positive experiences, contributing to sub-question three centered on
optimal involvement. Answers to the main question and sub-questions follow.
Central Research Question
What are first- and second-year college students' experiences with negative parental
academic involvement? The central themes of Secondary Status Quo, Academic Care
Culmination, Assistance with Surrogate Support, Underwhelming Response to Academic
Success, and Vicariously Driven Motivation contributed to negative involvement for students.
Secondary School Status Quo was the most prominent theme contributing to students’ negative
experiences. Two students lived how parents maintained inappropriate support strategies tied to
the sub-theme Involvement Inundation, while three others experienced the subtheme Pervasive
Inexperience in how their parents were unavoidably unfamiliar with the U.S. college system,
having never attended.
Three participants negatively experienced the central theme of Academic Care
Culmination when, as part of the subtheme of Parent Role Revision, their parents let their
academic support level wane based on personal beliefs. Although two participants wished to
expand their responsibilities significantly as part of the subtheme Child Role Expansion, none of
the three expected their parents to decrease their academic support so quickly and thoroughly.
Similarly, the central theme of Assistance with Surrogate Support embodied negative
experiences for two participants within the subtheme Unhelpful Information, when their parents
routinely provided inappropriate, untimely, and less than helpful third-party resources and
information to supplement their child’s academic needs.
Two participants with over-involved parents experienced the central theme of
Underwhelming Response to Academic Success differently. The first fell prey to the subtheme of
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Disconnected Disinterest when his parents were uninterested in specific grades because they
trusted him. In contrast, the second student experienced the Mere Meeting of Compulsory
Remarks subtheme when her parents conveyed that a high grade was unceremoniously meeting
expectations. Both students’ counter-response was to celebrate future success alone.
Vicariously Driven Motivation was the fifth central theme contributing to students’
negative experiences. Two students experienced the subtheme of Parental Self-Imagining in how
their parents took positions or provided advice reflecting their achievements. Specifically, both
students were pursuing degrees their fathers earned at the same colleges and experienced
frustrations with their parents’ outdated familiarity with their school coupled with an almost
obsolete understanding of how contemporary postsecondary education works. The third student
experienced the subtheme Second-Hand Experience in her father recommending she pursue a
degree based on his familiarity rather than her goals and her mom asking her to take courses
based solely on her interests, irrespective of the student's interests or academic needs.
Sub-Question One
How do students describe parental academic over-involvement? Five of the 14 study
participants described negative experiences with parental academic over-involvement. Ann,
Andi, Clare, and Mark, who categorized their parents as over-involved, described academic overparticipation associated with various factors, including degree choice, course selection, course
scheduling, homework, exams, and tracking grades. Additionally, Helen, who felt her parents
were quite under-involved in general, expressed parental over-involvement in selecting
international business as her academic major.
Ann described academic over-involvement in nearly every academic participation
category across the central themes of Secondary School Status Quo, Assistance with Surrogate
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Support, and Vicarious Motivation. Initially hyper-involved in what college she chose, Ann
described how her parents “forced [her] to go on tours despite not wanting to." Ann described
her mom’s over-contribution to picking courses in the first semester, "My mom said, ‘you cannot
put all of that into your schedule. You will not be able to concentrate.’ We had a big argument
about that." Describing over-involvement with her daily coursework and exams, Ann explained
her new approach stating, "Now, if I don't want to talk about something, I will put down a
boundary, and they know not to cross it."
Andi described parental over-involvement more generally, but the pressure and resulting
anxiety associated with Vicariously Driven Motivation was very evident. Early in the study,
Andi stated, "I definitely feel like my dad has been over-involved simply because he has been in
the school system… the pressure was really high when I first came to college because he wants
me to do well, and I was an A student in high school." Indicative of her father's strict approach to
high grades, Andi described when she had failed her first exam: “He didn't respond in a way that
I thought a supportive parent should have responded. He emphasized that I needed to do my best,
but he didn't emphasize it in a good way." Andi often feels anxious when her father asks about
her grades, stating, “I like that he pushes me to do my best and helps me stay on top of things.
However, sometimes I feel nervous when he asks about grades, exams, or tests.”
Clare’s descriptions of her parents insisting on excessive academic support carried over
from high school aligned with the central theme of Secondary School Status Quo. Her parents, as
college professors, were obsessed with grades, negating Clare’s ability to focus on other aspects
of college. When starting school, Clare explained how "the topics of conversation were solely
related to college academics, as they were very involved in my grades.” Updating her parents on
homework and exam grades several times a week, Clare shared her frustrations, stating, “I did
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not appreciate that all of our conversations were about my grades." Just before participating in
this study, Clare's parents' grades obsession had become so distracting that she had no choice but
to "cut them off," telling them, "If you want to call me, do not call me about that."
Mark's experiences with academic over-involvement were less descriptive than that of his
study peers but still present. With parents only slightly over-involved, he described how he
reduced their participation by limiting academic discussions: "I have learned with my parents
that if you talk about things they are interested in, they will eventually forget about grades
altogether.” When his peers asked him to elaborate on his approach, he responded, “I feel like I
am still working on how I approach my parents' involvement level. I am not quite cutting them
off, but like, distancing myself because they have always been like, ‘hey, you need to get back
on track, and ‘hey, you need to get your grades up,’ and stuff like that."
Helen described parental academic over-involvement exclusively in her parents helping
her choose her degree. She felt their motives stemmed from a lack of trust, stating, “My parents
were very involved in helping me pick my major, and I felt like they thought that gave them
some sort of power over my education, and they really didn't trust what I felt was best for
myself.” Halfway through her first year, Helen was still unsure if studying international business
was a good fit. Her comment was: "I would say that annoyed me a bit during my first year here. I
told them several times that I didn't know if I had chosen the right major.” Helen recounted their
debate, “I often wish they were less involved or say less firm about it. I think maybe they should
be more like, “it is up to you, and we will support whatever you choose."
Sub-Question Two
How do students describe parental academic under-involvement? Under-involvement was
more prevalent than over-involvement in that half of the 14 participants described experiences
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with parents failing to meet their needs for college academic support. With the least parental
academic involvement level, Matt experienced the theme of Academic Care Culmination under
the auspices of both Parent Role Revision and Child Role Expansion. In stating, "I think my
parents are as involved as they want to be," Matt stopped short of saying that his parents were as
involved as he wished them to be. A self-proclaimed procrastinator, Matt said, "my parents could
be adequately involved by checking in more." He explained his frustrations with underinvolvement in how "parents shouldn't be just hands off and let you crash and burn yourself. As a
parent, you should be willing to walk with them or just a few paces behind them."
Mary similarly experienced under-involvement tied to the central theme of Academic
Care Culmination in how she wanted greater academic independence, not expecting her parents’
disengagement would be so swift. When she began college, majoring in criminology, Mary’s
parents did not assist her academically at the level she wished. Concerning her mother, Mary
said, " I just don't think she knows a lot about it. She is not as confident or qualified to help as
someone like my dad would be." Mary expressed that in changing her degree to education, her
father became a bit more helpful, describing the change he made in the comment, “Since my dad
is in education and I am switching to that, he is helpful in helping me figure out my
schedule…more now than when he did when I was majoring in criminology, which he didn’t
really know much about.”
Experiencing the most prominent case of Academic Care Culmination, Liz's parents quit
supporting her academic success across the board. The words Liz chose to describe her parents'
academic involvement were "tough love" accompanied by "short-lived" and "hollow," with
short-lived describing how conversations about school are “cut short due to them not caring
about it enough," and "hollow" representing how when they do talk about courses, “it sounds as
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if they don't want to discuss the topic." Asked to describe her parents' college role when starting
college, Liz stated, "Because my parents were so uninvolved, I had to figure everything out on
my own." Feeling "pushed aside," describing her parents’ academic disengagement, Liz told the
focus group, "You know how some parents help you determine where to get started and then let
you work it from there? My parents wouldn't even do that."
Fran, who considers her parents only slightly under-involved, admitted during the
interview, "Not that I think that it is their full responsibility, but I do think my expectations for
them were higher in that area," adding that "They have actually surprised me with the amount of
freedom they have given me." In desiring a little more academic involvement than her parents
provided, Fran described how transitioning to college was more challenging than expected.
Needing more parental academic support than she predicted, Fran stated, "I don’t think you
realize the added component of just living on your own and how that affects your academics.”
Far from her parents in Sweden, Helen described academic under-involvement as an
unavoidable circumstance based on language and distance barriers that create an unrealistic
perception by her parents about the level of support they provide. Comments like, "I sometimes
wish that I lived closer to home so I could get help with schoolwork or homework from them in
person," and "I also wish that they could be more involved in studying in person with me, but
that is something I can't do anything about," indicated Helen missed her parents and their
support. Asked to describe how she and her parents may see their roles differently, Helen replied,
"they are probably less involved than they think.”
Terri related her accounts of parental academic under-involvement to a case of Pervasive
Inexperience. As immigrants who had not experienced postsecondary education, her parents
were incapable of assisting. Choosing courses in her first semester, Terri shared how her parents’

150
powerlessness was innocent, stating, “I felt my parents were fairly under-involved because, when
I was trying to figure out what classes to take based on my interest, I felt like they never really
had any good advice to give, which not ever going to college, it isn't really their fault.” Terri
expressed disappointment with her parents' unfamiliarity, sharing, “I am dissatisfied by the fact
that I cannot ask very many questions to them about college, nor can I bounce ideas off of them
when discussing college coursework or other academics.”
With slightly under-involved parents, Rose reminisced about when she first arrived at
SU: "In the first semester when I was feeling kind of lonely, they could have been more
involved, not just to navigate the academic train, but also the emotional train because you are
kind of dealing with both for the first time on your own." Rose said her father was not involved
because he worked full-time, which she supported: “So if they are a stay-at-home parent, they
should have a higher involvement than the other parent who has a full-time job." Expecting her
stay-at-home mom to provide limited college academic support, Rose stated, "My mom, who I
mostly talk to, will ask about upcoming assignments and if I find my classes interesting, but it is
much less about academic involvement and more about parenting."
Sub-Question Three
How do students describe optimal parental academic involvement? Three study
participants, including Tony, Barb, and Pete, rated their parents adequately involved in their
academics as recipients of more optimal participation. The best type of academic support for all
three was general, with a reactive component when they needed educational assistance beyond
genuine encouragement and periodic help with course scheduling. Tony insightfully described
optimal involvement as actions tailored to the student's needs. According to Tony, parents should
"piggyback off your work ethic and try to help you with your goals. If they know you are a really
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studious student, they might not need to be as involved, but if they know you fall off a lot, they
should be heavier on you.”
Like Tony, Barb felt the best support was more general and responsive, exclaiming, "I
think parents should just be supportive and there when you need them, but more hands-off when
they don't need to be involved.” For Barb, the keys to optimal involvement were “…just being
open and communicating what you expect from your parents.” In other words, “having that
conversation of boundaries, and even if not…noting your boundaries mentally as the student, so
you have a bit more of a roadmap.” For Pete, as the participant who experienced the highest level
of academic support, optimal involvement meant parents supported their child through positive
reinforcement. For him, parents should "create motivation through love.” In other words,
“exemplify positive outcomes instead of focusing on what happens if I do not manage to get
good grades.”
The four participants with over-involved parents agreed that optimal involvement should
reflect how college students are now ultimately responsible for their academic success as adults.
Andi shared, "Once you get to college, I think that is when you become accountable for yourself,
and you shouldn't have that much involvement from your parents," adding, "I still think you need
to communicate with everyone and see how much you want them involved." Clare echoed much
of that description, adding, "If you have a question for them or want their input, you can ask
them. They don't always offer input because sometimes you might not appreciate it, but if it is
something you know they can be helpful with, then they should have input.”
From Mark's perspective, optimal involvement meant "A parent should check in every
once in a while, and ask how you are doing. How are you doing in class? Is everything good?
What classes are you picking? If it is just a simple conversation, things go a bit more smoothly.”
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Correspondingly, the key to optimal involvement for Ann was “balance.” Ann described ideal
parental academic support as “finding the balance of what you need specifically and not what
your parents need. Think about what you need, and you don’t need to understand that you don't
necessarily need to meet all of their expectations.”
Descriptions of optimal involvement from the six participants with under-involved
parents reflected similar qualities of adult students taking on responsibilities accompanied by
general academic support from their parents. Terri said, “I think optimal involvement is when a
parent asks, ‘how do you feel about your classes and what are you learning?’ Parents should ask
you more about your experience rather than what grades you are making or what classes you are
taking." Rose stressed the importance of the child's needs as the new priority for optimal
involvement: "As everyone said, the child’s needs are now young adult’s needs. They kind of
need to come first." Like others, Rose also emphasized the need for honest communication,
adding, "once we go off to college, it is sort of up to us, and we kind of need to communicate
with our parents if we want them to stay involved or not.”
Mary described optimal involvement by reflecting on her frustrations with underinvolved parents. During her focus group, Mary said, "I was just going to say that I would listen
to the kid more than listening to the parent because we, as kids, don’t know what we are getting
into.” Matt, reflecting on his experiences with under-involvement, described optimal parental
academic participation during his focus group as "listening to your kid and making sure that they
feel heard. As a parent, you should be willing to walk with them or just a few paces behind them.
Watch them and see what they are doing, but you don't have to be directly involved.”
Fran's description of optimal involvement focused on decision-making, while Helen's
views on ideal academic participation required students and parents to meet in the middle
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through effective communication. From Fran's standpoint, "The majority of the decisions you
make should be for yourself with your parents’ input but not letting them overpower what you
want to do.” From Helen’s perspective, optimal involvement included parents refraining from
sharing their thoughts until the child asks to avoid overinfluencing their actions or decisions.
According to Helen, "You should start by listening to your child and see what they have to say
before you as a parent open up about something because you might affect the student more than
you think. You do not want to make the student change their ideas before they have thought
things through or change their path just because you, as the parent, have other ideas.”
Summary
This chapter introduced the 14 first- and second-year college participants, including a
brief description of their backgrounds and personal circumstances associated with their college
experience. As the core of this research effort, this chapter delivered a detailed summary of the
six themes associated with the students' lived experiences linked to how their parents distinctly
participated in their college academics and how those actions related to the experiences of the
student participants. The central themes of Academic Care Culmination, Underwhelming
Response to Academic Success, and Vicariously Driven Motivation reflected only negative
student experiences. In contrast, Secondary School Status Quo and Assistance with Surrogate
Support comprised positive and negative experiences, while Academic Interest as Investment
Oversight exclusively reflected positive student experiences.
Synthesizing the data further produced nine negative and four positive sub-themes that
captured the essence of the phenomena associated with parental academic participation at the
college level. This chapter concluded by using students' rich accounts to answer the research
questions. Specifically, students' detailed personal descriptions of under-involvement, adequate
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involvement, and over-involvement helped provide the foundations of what students consider
optimal parental academic involvement. These rich images helped examine and communicate
first- and second-year students' experiences with negative parental academic involvement as the
central research questions. The themes associated with these descriptions of parental academic
involvement and their effects on individual participants inform the interpretation and potential
broader implications discussed in the next chapter.
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CHAPTER FIVE: CONCLUSION
Overview
The purpose of this study was to describe the lived experiences of first- and second-year
college students who encounter negative parental academic involvement. This chapter
summarizes the research findings and their interpretations toward a meaningful understanding of
the essence of negative involvement in the eyes of college students and an informed
interpretation of the foundational factors that contribute to negative experiences and of what
constitutes the meaning of optimal parental involvement. This chapter also explains how findings
are grounded in previous empirical and theoretical research and how parents, students, and
college administrators can apply these findings and an adapted version of the Hoover-Dempsey
and Sandler (1995) parental involvement model accounting for significant differences between
the college setting and the primary and secondary environments. This tailored framework serves
as a tool to analyze college parental support. This chapter concludes by identifying the study
limitations, the delimitations as study boundaries, future study recommendations to expand upon
this research, and a summary of the entire research effort.
Discussion
Reading and rereading the phenomenology-oriented narratives for each theme and
subtheme to internalize their intrinsic value helped identify the broader implications of students’
lived experiences. From this understanding, the essence of under-involvement and overinvolvement became more evident, as did the foundational behavioral factors that subtly
contribute to both. These definitive conclusions, combined with participants’ descriptions of
what they desired of their parents concerning academic support, allowed for a meaningful and
more harmonizing description of what they value as optimal involvement.
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Revisiting the literature helped identify the broader implications of this study.
Specifically, a deeper understanding of the core contributors to negative involvement and their
potential impacts illuminated how parents, students, and college administrators may benefit from
these findings. Additionally, analyzing the implications of my research on behavioral theory
evolved unexpectedly. Although phenomenology does not typically include revising the
theoretical framework, the distinctive theory-related implications of this study were not logically
capturable without doing so. Therefore, the most effective way to articulate the fundamental
differences between the K-12 and postsecondary environments was to adjust the model to
account for the rich and meaningful variables this research identified.
Interpretation of Findings
Six central themes emerged from this study. Academic Care Culmination,
Underwhelming Response to Academic Success, and Vicariously Driven Motivation reflected
negative student experiences. Secondary School Status Quo and Assistance with Surrogate
Support themes included positive and negative experiences, while Academic Interest as
Investment Oversight reflected positive experiences. In light of these results, the value of
hermeneutic phenomenology is looking beyond the face value of themes and sub-themes to find
the rich meaning of specific phenomena. (van Manen, 2016a). The greater challenge of
hermeneutics is interpreting that meaning to amplify valuable and actionable knowledge (van
Manen, 2016a, 2016b).
Analyzing the six central themes and associated 13 subthemes based on students’
experiences, the results were interpretive descriptions of the essence of under-involvement and
over-involvement derived from how students vividly described their parent-student relationships.
Additionally, once themes solidified across participants, a group of foundational factors that
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contributed to undesirable parental academic participation emerged. The details students
described as negative involvement combined with what students described as optimal
involvement for a pedagogical interpretation and description of the meaning of optimal parental
academic involvement to help others provide better postsecondary academic support to students.
A summary of thematic findings and those interpretations follows.
Summary of Thematic Findings
The central research question was, “what are first- and second-year college students'
experiences with negative parental academic involvement?” The findings were that first- and
second-year college students experienced negative involvement associated with five of six
central themes. The two themes with the highest proclivity for negative lived experiences were
Secondary Status Quo and Vicariously Driven Motivation. The theme with a moderate
propensity for negative lived experiences was Academic Care Culmination. Additionally, two
central themes negatively impacting a small student sample were Assistance with Surrogate
Support and Underwhelming response to Academic Success.
Regarding sub-question one, “how do students describe parental academic underinvolvement?” six subthemes encapsulated students’ descriptions based on personal experiences.
Within the central theme of Secondary School Status Quo, the subtheme of Pervasive
Inexperience contributed to under-involvement. Likewise, within the central theme Academic
Care Culmination, several students described under-involvement associated with the subtheme
Parent Role Revision, with a few students also experiencing the subtheme Child Role Expansion
when their parents’ planned role changes went beyond what they expected. Several participants
described under-involvement associated with the central theme Assistance with Surrogate
Support within the subthemes Fitting Assistance and Unhelpful Information. A few students with
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under-involved parents also experienced the central theme of Vicariously Driven Motivation
under the subtheme of Parental Self Imaging when parental academic advice reflected strong
desires for students to emulate their college experiences and career aspirations.
Seven of 13 subthemes contributed to answering sub-question two, “how do students
describe parental academic over-involvement?” A few participants negatively experienced the
subtheme Involvement Inundation as part of the central theme of Secondary Status Quo.
Similarly, one student encountered elements of the subtheme Unhelpful Information within the
central theme Assistance with Surrogate Support. A few others experienced the central theme,
Underwhelming Response to Academic Success, within the subthemes Disconnected Disinterest
and Mere Meeting of Compulsory Remarks. One student with over-involved parents experienced
Passive Oversight within the central theme of Academic Interest as Investment Oversight.
Finally, several participants experienced the central theme of Vicariously Driven Motivation
from the perspective of the subthemes of Parental Self-Imaging and Second-Hand Experience.
The answer to sub-question three, “how do students describe optimal parental academic
involvement?” included subthemes associated with ideal participation combined with
participants’ descriptions of optimal participation. The first subtheme of optimal involvement
was Practical Progression within the central theme of Secondary Status Quo when parents
maintained appropriate academic involvement strategies as students moved to college. The
second subtheme tied to optimal involvement was Active Oversight within the central theme of
Academic Interest as Investment Oversight when, from the child’s viewpoint, parents’ focus on
grades is justly amplified based on monetary contributions. When asked to describe optimal
involvement, the consensus among students was that parents should provide positive academic
encouragement, be appropriately reactive when asked for additional support, and, most
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importantly, tailor involvement actions to their needs. Needs were unique to each child based on
past support combined with their new and evolving role as an adult, their skills and knowledge to
be successful, and the likelihood they would succeed with as little assistance as possible.
The Essence of Under-Involvement. My research captures the essence of parental
academic under-involvement in three ways centered on parents’ inexperience, core beliefs, and
priority reevaluation. Concerning college inexperience, past studies reliably found that parents
who did not attend college considered themselves unequipped to assist their children in a
meaningful way (Austin, 2018; Castleman & Page, 2017; Hamilton et al., 2018). Similarly,
drawing on Albert Bandura's (1982) theory of Self-Efficacy, Hoover-Dempsey and Sandler
(1995) theorized in their parental involvement model that people who are unlikely to be
successful based on lack of experience are unlikely to engage in that behavior.
Previous studies also indicate that many minority parents, especially those from low SES
families, lack what researchers call cultural capital to effectively participate in their child’s
college education (Fischer et al., 2019; Hamilton et al., 2018; Ory et al., 2017). Helen and Terri,
whose parents did not attend college and had the lowest income among study participants,
experienced parental academic under-involvement tied to the subtheme of Pervasive
Inexperience. Likewise, Mary, whose mother had not earned a degree, only spoke of her father,
the graduate degree-earning school superintendent, as her primary academic support provider.
This study distinctively extends inexperience as a significant contributor to the essence of
under-involvement to students whose parents were college educated outside of the United States.
Rose, whose father earned his degree in Ireland and whose mother earned her degree in India,
and Pete, whose mother did not hold a degree and whose father earned his degree in Sweden,
also experienced under-involvement. Unique to this study, none of the students desiring higher
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parental participation due to lack of experience blamed their parents for their inability to assist
them at the desired level. Instead, each spoke highly of their parents and sought the academic
assistance they needed through other means to maintain their high GPAs.
The essence of under-involvement related to parental core beliefs was evident in this
study within the central theme of Academic Care Culmination and its subthemes of Parent Role
Revision and Child Role Expansion. The literature holds that parents’ role construction relative
to a child’s academic success changes over time as a child progresses through middle and high
school (Garrett, 2015; Hornby & Lafaele, 2011; Schiffrin et al., 2014). Likewise, when parents
feel that education is increasingly the school’s responsibility, their ownership of a primary role
declines. (Nelson, 2019; Otani, 2019; Park and Holloway, 2018). Accordingly, Hoover-Dempsey
and Sandler (1995) account for these often-diminishing responsibilities based on motivational
beliefs by placing role construction as the first factor in parents determining appropriate
involvement at the primary and secondary levels (Green et al., 2007).
Unfortunately, the Hoover-Dempsey (1995) model as a K-12 level parental involvement
analysis tool does not account for some college-level parents' tendency to disengage from their
child’s academics altogether. This study, seeking to fill this gap in the literature, extends the
premise of parental role shifts by identifying the phenomenon of Academic Care Culmination as
a unique component of the essence of parental academic under-involvement at the college level.
Experiencing the subtheme Parent Role Revision, Liz, Mary, and Matt described how their
parents believed their academic support role was complete or nearly complete when they
graduated high school. Expecting to assume more personal responsibility as part of the subtheme
Child Role Expansion, Mary and Matt expected changes; however, the level at which their
parents’ support diminished was abrupt, surprising, and upsetting as it fell below expectations.

161
The third component to the essence of parental academic under-involvement, based on
this study, is time and energy. Previous studies into parental involvement at the K-12 level found
that time and energy to fulfill competing demands is one of the most significant barriers to
parents supporting their child’s education (Hernandez, 2017; Lasater, 2016; Nelson, 2019).
Consequently, parents must make tough decisions on how they spend their time fulfilling those
competing demands (Krage, 2018; Lasater, 2016; Walker et al., 2011). This predicament
prompts parents to reevaluate their involvement strategy continually and adjust as they can
(Ishimaru, 2019; MacIver et al., 2015; Watson et al., 2012). This study extends research into the
complexity of parental participation inhibitors at the college level by incorporating two factors
that did not play a role in Hoover-Dempsey and Sandler's (1995) K-12 analysis, including
distance as a component of time and parental focus reevaluation.
When children become adults and attend colleges further from home, the dynamics
associated with parental academic involvement can change dramatically. For many, this
significant life-altering event often requires a refocus on barriers to their current involvement
level and a complete reevaluation by parents of broad priorities. As mentioned, the parents' roles
changed for Liz, Mary, and Matt due to the central theme of Academic Care Culmination. Why
their roles changed is worth noting. For Liz as an only child and Mary as the youngest of three,
their parents saw them beginning college as an opportunity to focus much more on their careers.
Matt's parents saw him becoming an adult and attending college as a trigger to shift almost all of
their focus to his two younger siblings.
Similar circumstances concerning reevaluations of time and energy existed for Fran,
Helen, Rose, and Terri as contributors to under-involvement. During interviews, they described
reductions in their parents’ academic participation level once they began college. Like Liz and
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Mary, Fran as the youngest child in her family, and Helen as an only child from Sweden, their
parents’ time and energy reassessments took into account greater distance and prospects for
greater career focus for their parents. Unfortunately, Rose and Terri described how distance only
exacerbated their lower-than-average parental academic involvement level based on the
subtheme of Pervasive Inexperience within the central theme of Secondary School Status Quo.
Analyzing the themes associated with parents who provide less academic support than
their child desires, it becomes evident, based on this research, that the essence of college parental
academic under-involvement resides exclusively within Level 1, as the complex decision-making
level of the Hoover-Dempsey and Sandler (1995) involvement model. More specifically,
contributors to the essence of under-involvement rest within parents’ motivational beliefs about
their role construction, their self-efficacy to achieve the outcomes they desire, and their life
context concerning time and energy to become and remain effectively involved. (Green et al.,
2007; Walker et al., 2005). Toward understanding the essence of parental academic underinvolvement, this study amplified how parents may view their roles differently, how their selfefficacy level based on inexperience may quickly wane, and how reevaluations of time and
energy once their child enters college changes their ambition level of parental academic support.
Figure 4 captures the essence of over-involvement described previously, the essence of underinvolvement, and the foundational factors of negative involvement experience described below.
Essence of Parental Under-Involvement
Essence of Parental Over-involvement
Inexperience (school, degree, content, system)
Role Contradictions (Parent of Adolescent vs. Child as Adult)
Core Beliefs (Support Reduction as Role Construction) Self-Efficacy Friction (Parent Knows Best vs. Child Independence)
Priority Reevaluation (Major Time and Energy Shifts)
Skills and Knowledge Competition (Parents' vs. Child's)
Foundations of Negative Involvement Experiences
Failure to Communicate (Child about desires / Parent about involvement strategy / intent)
Child Desire Miscommunication (Conveys what the parent likely wishes to hear)
Child Expectation Mismanagement (Child unwilling or unable to establish / enforce boundaries)

Figure 4. The Essence of Over- / Under-Involvement and Negative Experience Foundations

163
The Essence of Over-Involvement. The essence of parental academic over-involvement
lies in the role contradictions, skills and knowledge competition, and self-efficacy friction that
some parents and their children share concerning the child’s college academic success. Five
subthemes emerging in this research bridge these three elements to help explain these paradoxes.
They include 1) Involvement Inundation as part of the central theme of Secondary School Status
Quo; 2) Parental Self-Imaging and 3) Second-Hand Experience as part of Vicariously Driven
Motivation; 4) Disconnected Disinterest, and 5) Mere Meeting of Compulsory Remarks as part
of the central theme of Underwhelming Response to Academic Success.
Research shows that highly attentive, demanding, and authoritative parents often consider
it their role to be significantly involved in their child’s education (Lowe et al., 2015; Waithaka et
al., 2017; Wu et al., 2015). Research also supports how parents’ education level is a high
predictor of relative parental academic involvement based on role construction (Berryhill, 2017;
Boonk et al., 2018; Williams et al., 2017). Studies further show that secondary students often see
parents’ academic involvement strategies during primary school as inappropriate or unwelcome
(Degol et al., 2017; Jeynes, 2015; Mailhot & Feeney, 2017). Hence, because some parents do not
adjust their involvement strategies appropriately, their actions often become overly controlling
and over-demanding of high grades (Boonk et al., 2018; Degol et al., 2017; Jeynes, 2015). As a
result, how parents view their role in their child’s academics may contradict how the now-adult
student views their parent’s role in their postsecondary education (Chapman, 2019; BradleyGeist & Olson-Buchanan, 2014; Schiffrin et al., 2014).
Indicative of these over-involvement tendencies, it follows that parents of participants
who experienced academic over-participation have college degrees and serve in demanding
career roles. These parents include Mark’s father in the marines, Andi’s father as a school

164
superintendent, Clare’s parents as college professors, and Ann’s mother as an educator. For
Andi, inherent in the subtheme of Parental Self-Imaging, her father’s skills and knowledge in
business as the degree she was pursuing amplified his interest in her academics to the point of
over-involvement. For Ann and Clare, as part of the subtheme Involvement Inundation, their
parents’ refusal to adjust their academic support strategies, allowing them to take on greater
responsibility as adult students, catalyzed to a point where both felt it necessary to cut their
parents off from their assignments and grades as a means to establish new boundaries.
In parallel with role construction, self-efficacy plays a vital role in parents’ decision to
support their child’s education (Earvin, 2019; Rodriguez-Kufner, 2016; Walker et al., 2011).
Regarding potential self-efficacy friction, studies including this one attribute greater levels of
autonomy and personal responsibility to the child’s increasing self-efficacy. (Castleman & Page,
2017; Green et al., 2007; Walker et al., 2005). Unfortunately, this study also confirms, as Affuso
et al. (2017) and Boonk et al. (2018) did, that college students who feel they can succeed with
less academic involvement do not always agree on who is ultimately responsible for the college
student’s academic success. As Mark and Clare experienced as part of the central theme of
Underwhelming Response to Academic Success, achieving high grades, in their parents’ view, is
not an accomplishment but rather an unceremonious expectation.
Whereas the essence of under-involvement lies at level one of the Hoover-Dempsey and
Sandler (1995) parental involvement model, the essence of over-involvement resides at level
four, where parents implement their involvement strategies. Unfortunately, the model does not
address the valuable perspectives based on lived experiences of college students as adults
concerning the essence of over-involvement. Therefore, this study also offers the factors unique
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to college parental involvement to the adjusted version of the Hoover-Dempsey and Sandler
(1995) theoretical model in the empirical implications section below.
Foundations of Negative Experience. Measuring how parents’ actions align with or
diverge from students’ desires for parental academic support at the college level, this study,
explicitly and implicitly, identified three foundational factors contributing to students’ negative
experiences centered on communication coupled with understanding and follow-through. These
factors include failure to communicate, child desire miscommunication, and child expectation
mismanagement. Lack of communication was the factor with the broadest and perhaps most
understandable negative impacts for students gleaned from lived experiences. Research into
secondary parental academic involvement indicates three things – children’s expectations are
different as they age, parental motivations change over time, and parental involvement strategies
may adjust in stages based on role construction (Degol et al., 2017; Mailhot & Feeney, 2017).
Significant is a child becoming an adult and moving on to postsecondary school can be; several
study participants admitted they never discussed the way forward with their parents, including
involvement form or mechanism changes prior to beginning college.
For Ann and Clare experiencing the subtheme Involvement Inundation, neglecting to
communicate their support desires or understand their parents’ intent to maintain their secondary
school involvement strategy resulted in conflict and anxiety and later required comprehensive
consequence management. Likewise, Liz, Mary, and Matt experiencing the central theme of
Academic Care Culmination, failure to communicate their expectations with their parents or
learning their parents’ plan to cease supporting them academically at the level they anticipated
led to academic struggles when that support termination occurred.
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A second factor contributing to academic under-involvement and over-involvement for
several participants was their miscommunication of desires. Much research expounds on how
parents are far more likely to support their child directly if the child invites the parent to do so
(Dettmers et al., 2019; Ma et al., 2016; Walker et al., 2011). What other studies do not discuss,
on which this study sheds light, is how in inviting parents to participate, some college students as
adults may continue to convey what parents wish to hear rather than sharing how they feel or
what they need concerning parental academic involvement.
This study uncovered three examples of child desire miscommunication contributing to
negative parental academic involvement. The first example tied to the subtheme Unhelpful
Information as part of the central theme Assistance with Surrogate Support was when Ann and
Helen received links to unhelpful articles and inappropriate academic resources from their
parents. Rather than sharing with their parents how the links to that information were unhelpful,
Ann and Helen communicated appreciation for and even investigated the inapt links, often
providing time-consuming feedback. A second instance, within the central theme of
Underwhelming Response to Academic Success, occurred when Mark and Clare accepted
disappointment rather than communicating how they felt when their parents failed to express
congratulations for their unexpected academic wins.
The subtheme of Parental Self-Imagining as part of the central theme of Vicariously
Driven Motivation illustrated a third example of child desire miscommunication. Andi, Fran, and
Helen described how their fathers’ advice, as degree holders in their field of study, was at times
outdated and often more than preferred. For Andi and Fran, the reality that their fathers attended
the same college fueled their vicarious motivation with negative consequences. As with the
theme of Unhelpful Information for Ann and Helen and the theme of Underwhelming Response
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for Academic Success for Mark and Clare – Andi, Fran, and Helen accepted the burden of
Vicariously Driven Motivation, telling their parents what they wished to hear rather than how
they honestly felt. Although most participants agreed during the focus group that withholding
their true academic involvement desires out of respect for their parents was a noble burden, this
study recognized that doing so often contributed to negative experiences.
A third foundational factor for negative experiences tied to parental academic overinvolvement was Involvement Expectation Mismanagement. Child Expectation Mismanagement
is when college students as adults, despite communicating with their parents often, are unwilling
to establish and maintain boundaries for what they feel is a developmentally appropriate
involvement strategy. The literature holds that parents who avoid shifting from active to passive
educational participation as a child becomes more independent at the secondary level risk
becoming over-involved (Bradley Geist & Olson-Buchanan, 2014; Schiffrin et al., 2014; Wu et
al., 2015). More importantly, the impacts of denying students’ desires for autonomy can be pretty
harmful (Garrett, 2015; Lowe et al., 2015). Applying similar analysis at the postsecondary level,
most college students consider direct parental academic support over-involvement (LythcottHaims, 2015; Rowan-Kenyon et al., 2008).
Students described dealing with parental academic over-involvement differently. Mark
described how he quietly distanced his parents from his academic life by avoiding conversations
about courses, assignments, or grades. This approach was moderately successful; however, as an
example of expectation mismanagement, this tactic fell short of achieving the passive support he
desired. Ann and Clare described how they set new boundaries by cutting their parents off their
grades. In both cases, consistent with a recent study into college parental support, when parents
felt they had high knowledge and skills, they did not need an invitation to become or remain
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involved (Austin, 2018). In maintaining regular contact with their parents, a desire for parental
academic abstinence only marginally accomplished the intent Ann and Clare wished to achieve
in that both participants often acquiesced to the pressure of insistent academic questioning.
The Meaning of Optimal Involvement. The meaningful understanding of optimal
college parental academic involvement requires cross-referencing how participants describe ideal
parental participation combined with deductive analysis of students’ negative experiences. From
an empirical perspective, a significant amount of previous research firmly establishes that the
most successful parental involvement strategies at the secondary level focus on home-based
assistance centered on monitoring and assisting in ways that support autonomy (Affuso et al.,
2017; Boonk et al., 2018; Jeynes, 2015). The Hoover-Dempsey and Sandler (1995) parental
involvement model adopts that same viewpoint focused on an outcome of building student skills
and knowledge and building the child’s sense of efficacy for doing well academically. My
research builds on that foundational understanding to discern optimal involvement in a new and
fundamentally different postsecondary environment by asking what they think and how they feel.
As described, the essence of parental under-involvement for participants included college
environment inexperience, core beliefs by some that a parent’s role in a child’s academics ended
in high school, and the realization for others that renewed time and energy availability entailed a
significant shift to other obligations. Conversely, the essence of parental over-involvement lay in
the role contradictions, skills and knowledge competition, and self-efficacy friction between
student and parent that, from the child’s perspective, comprised an inappropriate involvement
strategy. Deductively then, optimal academic involvement means parents with adequate college
environmental knowledge through experience or comprehensive investigation agree with their
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child on roles, balance time and energy for other requirements, and commit to and deliver
support tailored to the student’s core beliefs, knowledge, skills, and confidence level.
As foundational factors of negative experience, this study identified timely, open, and
honest communication between parent and child as a vital and unconditional component of
optimal parental support. Therefore, optimal involvement requires students to convey a
preference for passive, proactive, or reactive forms of support. Students must also convey when
general, specific, or detailed directions are most appropriate.
Additionally, students should avoid parental misperceptions about assistance by clearly
articulating the need for general or specific academic assistance, and under what circumstances
unsolicited parental academic input is acceptable. In return, parents must articulate their
academic support strategy, adopt the forms and mechanisms the child favors, and commit to
assisting only when invited. In other words, to maintain optimal involvement, both parent and
student must ask questions and provide honest feedback to ensure parents’ involvement
strategies evolve to positively meet the child’s needs in a satisfying way for parents.
The meaning of optimal involvement at the college level is perhaps better understood in
the sentiments of the study participants. Students’ comments reflected similar feelings
concerning the inferred core components described above when asked to describe optimal
parental academic involvement during focus groups. For example, Andi, Clare, Fran, and Rose
described how parents and students acknowledge that the student as an adult now bears prime
accountability for their academic success in an optimal support relationship.
Similarly, most participants described ideal academic involvement as general support by
proactive parents unless the child requests increased assistance. Barb referred to this type of
tempered participation as “there when you need them, but otherwise hands off,” while Mark and
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Matt described proactive general support as simply “checking in” every once in a while. To
Terri, optimal involvement equated to parents asking about “experiences” rather than grades or
classes, and to Pete, positive support was always driven “by love, not fear.” Tony added the
element of tailored support in how, for children who are “studious students” with a “high work
ethic,” parents should help students reach general goals, but for those who might “fall off much
of the time,” more frequent and welcomed deliberate support may be more appropriate.
Consistent with the themes and subthemes this study exposed, participants’ optimal
involvement descriptions equally required overcoming the foundations of negative experiences,
especially the lack of candid two-way communication that builds understanding and trust. Rose
began her description of optimal involvement with “parents consulting the child to see whether
they should keep their [high school] involvement level.” For Helen, ideal participation “should
be a relationship that includes both parties…as a student, we should take steps to make sure our
parents know how we feel…but also remain open to what our parents have to say.” For Clare, “if
you have a question for them…you can go to them for it.” Ann, who cut her parents off after her
first college semester, admitted, “once we established an open line, things got much better.”
Implications for Practice
This inquiry helps fill the knowledge gap concerning the meaningful and oriented
understanding of how negative parental involvement affects college students. Based on this
research, the stakeholders who may benefit most from a rich realization of the essence of
negative parental academic involvement are parents, students, and college administrators. By
exposing the amplifiable, practical, and actionable meaning hiding within the phenomena
revealed, this study can help these significant investors in a college student’s success learn
improved optimal college parental academic involvement strategies in the future.
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Parents
The practical significance of this study for parents is the pedagogical interpretation of
how their actions may affect their children negatively. Perhaps the most important observation of
this research was that academic involvement strategies for a high school student are seldom
effective for a college student as a young adult in a fundamentally different environment. This
parental approach, lived by many study participants, was only remotely practical if the parent’s
secondary school strategy embraced open and honest two-way communication with the child
combined with a parent’s willingness to appropriately adapt their support based on the child’s
new and rapidly evolving developmental needs. Any deviation from these parental practices
resulted in negative experiences associated with continued under-involvement for some students
longing for increased assistance and over-involvement for others already feeling that their
parents’ academic support in high school was excessive.
All participants in this research expressed a desire for continued parental academic
support at some level based on their unique needs, including their skills and knowledge to
successfully negotiate their new environment, reinforced by the likelihood that they would
independently prevail. As importantly, a parent terminating their academic support role for a
child entering college based on personal beliefs or other requirements and obligations is never
advisable. As a critical observation of this study, a child's collective needs were seldom known to
the student as they entered college as an unfamiliar setting. Combined needs only became
apparent to most participants as they became well-established and comfortable with their living
arrangements, the campus, their schedules, and their social setting, which until familiar with
significant college life components, were relevant potential distractors to academic success.
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The thoughts and feelings of study participants were that parents should increasingly
accept that they, as adults are primarily responsible for their college academics. The sentimental
consensus among students was that parents should adopt an academic support strategy that the
child favored, which entailed proactive general academic participation through open and honest
reciprocal communication for everyone who expressed ideal preferences. In other words, with
their parents’ support, students wished to be primary decision-makers in navigating their
postsecondary education at every possible opportunity. By gaining a meaningful understanding
of optimal parental academic involvement from students’ perspectives and adopting an ideal
support strategy in full collaboration with their child, parents can easily avoid the phenomena
associated with negative experiences described in this research.
Students
The value of this research to current and future college students in practical terms is in
understanding and exemplifying the ideal student’s role in optimal parental academic
involvement. As study participants agreed, effective communication is a joint responsibility. By
establishing and maintaining frequent and honest communication with their parents, students can
openly share their desires for academic support and the criteria under which circumstances deem
different parental responses. Initially, students should convey a preference for passive, proactive,
or reactive forms of support and when general, specific, or instructional assistance is appropriate.
Likewise, students should avoid parental misperceptions about assistance by clearly
articulating general or specific academic assistance conditions rather than agreeing to what
parents likely wish to hear. Additionally, students should share with parents when and under
what circumstances unsolicited parental academic input is acceptable. Understanding that
circumstances change over time as students become more or less comfortable with their college
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lives, including academics, they must share their thoughts and feelings about changes and
challenges and request assistance early enough to avoid conflict. Study participants concurred
that allowing disagreements to fester only intensified the foundational factors contributing to
their negative parental academic involvement experiences.
College Administrators
Although the essence of negative involvement fails to rise to the level of policy changes
for universities, there are implications for practice. This study emphasized the need for caring
educators and administrators to understand, reflect on, and seize the initiative to tailor processes
and programs optimally to better parent-student relationships. Based on this study’s snapshots
into students’ lived experiences and their meaning, administrators can better understand the
essence of optimal parental academic involvement to help parents and students better meet
contemporary students’ needs.
Asked to highlight programs or initiatives that exist to assist with parent-student
relationships concerning academic support at CC, SU, and PU and how to improve them,
students and especially those experiencing negative involvement, shared insightful thoughts and
ideas that they felt would have helped them when they avoided under- or over-involvement when
they began college. Although the students at CC could not think of any existing programs, Mark
and Matt agreed that integrating a component for academic counselors that helped students
understand and cope with negative parental academic involvement was a great place for
community colleges to begin addressing the issue. Clare highlighted how her orientation
addressed “how to get on your feet without your parents,” which, from her perspective, was not
very helpful. In response, many participants agreed that available resources for parents based on
research like this would be valuable for their parents. Terri added that similar insights shared
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during student orientation and periodically reiterated would help students understand and better
uphold their responsibility toward optimal parental academic involvement.
Students attending PU shared similar insights. For example, acknowledging that parental
programs cannot be mandatory, Barb offered that student programs could be, and students would
only benefit from understanding ways to mitigate negative academic involvement. Helen and
Pete, whose parents live in Sweden, offered that online resources they could refer their parents to
would be highly beneficial. Noting these ideas backed by the phenomena identified in this
research, college administrators can augment programs with initiatives that help parent-student
relationships grow more positively and endure more beneficially for the student.
Empirical and Theoretical Implications
This study confirmed, clarified, and in several ways, built upon previous empirical
findings associated with the causes and impacts of positive and negative college parental
academic involvement. In minor instances, the outcomes of this study challenge the applicability
of previous K-12 research findings at the college level. The areas where this research was most
germane to previous studies were parents’ motivations for academic involvement, barriers to
their involvement, and what constitutes developmentally appropriate and inappropriate
involvement strategies based on the many nuances of the postsecondary environment.
This study similarly validated and, concerning school involvement, added to theoretical
perspectives about parent-child relationships by analyzing the unignorable transitional factors
students and parents face when a child as a young adult begins college. Because parent-student
relationships are meaningfully different during this fundamental lifestyle change for both parties,
this section concludes by offering an adapted model for the Hoover-Dempsey and Sandler (1995)
parental involvement theory. This adapted model is better suited for analyzing the fundamental
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transformation families undergo concerning parental involvement at the postsecondary level for
which the current K-12 model cannot adequately account.
Empirical Implications
The empirical implications of this study centered on what motivates parents to become
and remain involved in their college-aged child’s academic success, what barriers to parental
participation exist, and how parents derive their involvement strategy based on past experiences.
In many instances, this study confirmed previous general findings about the motives and barriers
to parental involvement that defined their support strategies, noting that this inquiry occasionally
challenges previous findings based on the nature of the postsecondary environment. In other
instances where research conclusions did not yet exist, this inquiry adds to the body of
knowledge about academic involvement by shedding new light on parental participation at the
college level. Details of how this study reinforces, challenges, and adds to the literature follow.
Parent Involvement Motivations. This study validated that many general motivators for
parental academic involvement in high school remain constant when a child begins college. A
primary motivator is role construction based on personal values. Researchers have routinely
found that parents who believe they are primarily responsible for their child’s education take an
active role in their child’s academic success (Garrett, 2015; Hornby & Lafaele, 2011; Schiffrin et
al., 2014). Participants in this research experienced similar value-based commitments to their
college education by their parents. Uniquely extending those findings into the college
environment, this study captured how a few parents who felt their academic support role ended
when their child became an adult remained equally committed to those beliefs.
Based on past research, a corresponding motivational correlation was parent education
level. The literature holds that having degree-holding parents correlates with higher college
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involvement levels (Boonk et al., 2018; Cartmell, 2015). In this study, parents with college
degrees provided their children with the highest academic support. In contrast, Castleman and
Page (2017) and Hamilton et al. (2018) found that students whose parents did not hold a college
degree saw a significant reduction in parental academic support. The two participants whose
parents had not attended college experienced support withdrawal, with both acknowledging that
their parents were ill-equipped to assist them with their schedules or college studies.
Based on empirical research, the third motivator for parental academic involvement was
parental financial support. Austin (2018) and Cooper (2017) found that involvement motivation
was sometimes less about roles and more about return on investment. Similarly, Lowe et al.
(2015) and Murayama et al. (2016) found that increased college academic involvement based on
financial support did not always correlate to the parent’s education level. The results of this study
correlated to those findings. Five sets of parents paying for some or all of their child’s college
provided a higher-than-average academic involvement level. My research slightly diverged from
the Lowe et al. (2015) and Murayama et al. (2016) studies in that, according to their findings,
some parents’ involvement based on investment motivation tended to result in negative
experiences for the student. No participant in this study conveyed that motivation based on
financial investment contributed to negative experiences.
Much research supports that one of the greatest motivators for parents' academic
participation is their self-efficacy level (Bandura, 1977). Some behavioral researchers assert that
self-efficacy weighs more in the parental involvement decision than any other factor (Hurley et
al., 2016; Jeynes, 2015; George Mwangi, 2015). Specific research into parental participation at
the K-12 level found that parents evaluate their past direct experiences to determine if they can
effectively support their child. (Earvin, 2019; Rodriguez-Kufner, 2016; Walker et al., 2011).
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This study supported those findings at both the high school and college levels. Asked to
describe parental involvement in high school, most participants described high confidence as a
significant motivator for their parents’ academic support. Analyzing the level of parental
involvement as the child moved to college, the results were very similar to previous studies in
that those parents who had attended college remained highly involved except for those whose
core role beliefs prompted them to cease academic support. This outcome for three participants
challenges Hurley et al. (2016), Jeynes (2015), and George Mwangi's (2015) K-12 research
applied at the college level. The result indicated that role construction was a more influential
involvement decision factor than self-efficacy. For the two participants whose parents had not
attended college, their level of support significantly declined, consistent with the literature.
Barriers to Parental Involvement. Much like parents who did not attend college are less
equipped to support a child’s academics, this study verified that similar challenges existed for
parents who did not attend college in the United States. For example, two participants whose
parents completed college in Sweden lacked the experience and familiarity with the American
college system and campus processes to support their child in the manner desired. Additionally,
one student whose parents earned their degrees in India and one participant whose father
attended college in South Africa described how their parents’ lack of U.S. college experience
impeded their ability to support them in the manner they desired.
The literature is rich with evidence that during high school, competing demands like
family responsibilities, religious and community obligations, and health issues are constant
barriers to parents' academic participation (Hernandez, 2017; Lasater, 2016; Nelson, 2019).
Consistently, research also holds that lack of time and energy are significant inhibitors to
parental academic support (Krage, 2018; Lasater, 2016; Walker et al., 2011). This study revealed
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that time and energy remain constant participation inhibitors at the college level for parents. My
research, advancing that premise, also confirmed that distance substantially increased the time
and energy required by parents once students left home to attend college. This added distance
required most parents to take a more passive approach to academic involvement. Adding to that
body of knowledge inherent to the central theme of Academic Care Culmination, this study
exposed how some parents see their child becoming an adult and attending college as an
opportunity to purposefully shift their time and energy to other local priorities and obligations.
Parental Involvement Strategies. This study supports many findings of previous
research efforts concerning parental involvement strategies. Studies have habitually found that
parents’ successful involvement strategies during elementary school are less effective and often
seen as inappropriate or unwelcome by middle and high school students (Degol et al., 2017;
Jeynes, 2015; Mailhot & Feeney, 2017). Findings are also that the most successful parental
involvement strategies at the high school level emphasize home-based assistance focusing on
passive monitoring in ways that support autonomy (Affuso et al., 2017; Boonk et al., 2018;
Jeynes, 2015). In the same way, research indicates that effective high school involvement
strategies are often not developmentally appropriate at the college level (Degol et al., 2017;
Mailhot & Feeney, 2017). As a result, the impacts of denying these new factors by maintaining
high school support strategies can be pretty negative (Garrett, 2015; Lowe et al., 2015).
Five participants in this study substantiated these previous research conclusions.
Experiencing negative consequences associated with the central theme of Secondary School
Status Quo, three students described how their parents’ high school involvement strategy was
inappropriately over-involved and unacceptable at the college level. Similarly, two other students
in this study experienced the continuation of under-involvement based on their parents’ low
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support level. Where two additional participants’ parents shifted to passive monitoring and
reactive support when invited, the outcome was more optimal at the college level.
A significant factor in more optimal support at the college level centered on student
invitations. The literature supports that the best strategy for parents with high school children is
to become more directly involved with a child’s academics when invited (Dettmers et al., 2019;
Ma et al., 2016; Walker et al., 2011). Counter to this, in specifically studying college parental
involvement, Austin (2018) found that when parents feel they have high knowledge and skills
related to the child’s environment or academic studies, many do not have to be invited by the
child to become or remain directly involved. This study reinforced those findings in that, all four
participants who experienced over-involvement attributed a large portion of their negative
experience to their parents routinely providing unsolicited assistance. For three participants
experiencing negative parental involvement tied to the central theme of Vicariously Driven
Motivation, parents’ spontaneous assistance only deepened the student’s dissatisfaction.
Theoretical Implications
This study corroborated many theoretical conclusions of previous researchers concerning
the high-value human science of parental involvement in a child’s education. Specifically, my
research confirmed several foundational insights that early behavioral theorists like Jerome
Brunner, Albert Bandura, and Bruce Biddle have contributed to a better understanding of
parental support of a student’s education in early childhood. Further, by analyzing parental
academic involvement using the Hoover-Dempsey and Sandler (1995) theory of parental
involvement, this study helped preserve those findings by confirming that many of parents’
behavioral motives and factors that support strategies in high school were valid for participants.
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My research added to that theoretical body of knowledge in two ways. First, this inquiry
centered on college academic involvement, about which limited literature exists. Instead, a
wealth of research into secondary parental involvement exists from which others attempt to infer
finding at the postsecondary level. This inquiry established that deducing impacts at the college
level from secondary studies holds many flaws due to the child’s age, higher education
institutional practices, and differences between the secondary and postsecondary environments.
Second, this study investigated students' lived experiences, including their viewpoints
and feelings, rather than the perspectives of parents and educators, as most previous research
does. This relatively novel approach helped fill the gap in the research literature that most
previous inquiries have failed to address – that of meaningful insight into the unique phenomena
associated with negative parental academic involvement based on the lived experiences of
college students themselves. In taking this approach, this study identified how specific elements
of the Hoover-Dempsey and Sandler (1995) model remain valid at the college level and, more
importantly, how the forms, mechanisms, and interdependent factors dictate how the
appropriateness of parental academic involvement strategies at the college level are different.
Based on those inconsistencies, this research offers an adapted model that accounts for the new
paradigms associated with student adulthood and a significantly different academic environment.
Foundational Behavioral Theory Support. In 1956, in his scaffolding theory, Jerome
Bruner identified parents as expert partners uniquely equipped to help novice children negotiate
educational challenges (Mermeltshine, 2017). Brunner’s premise challenged the long-held
cultural belief among many parents that education was more the school’s responsibility and less
their own, which later studies verified was often less favorable for a child toward academic
achievement potential. (Nelson, 2019; Otani, 2019; Park and Holloway, 2018). Based on
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students' views, this research further validated that a parent’s expertise and advice remain sought
after and highly valued at the college level.
Building on Bruner, Albert Bandura (1977) identified self-efficacy as a dominant
contributor to a parents’ level and persistence of educational support for their child. Numerous
studies, including this one, corroborate that mastery of experience provides parents with the most
beneficial skills and knowledge to assist their child academically in a successful way (Bandura,
1977; Martinez et al., 2020; Sollito et al., 2018). This research verified that based on their
college experience, parents' self-efficacy is a significant motivator for continued academic
support. Further studies into self-efficacy determined that as students age, they build a sense of
autonomy, competence, and the associated level of self-respect commensurate with taking on
greater levels of responsibility (Bandura, 1977; Bandura et al., 1996; Chapman, 2019). Likewise,
my research provides insights into other phenomena contributing to adult college students' views
of appropriate and inappropriate parental academic support strategies.
Many researchers view role construction as a parallel factor to self-efficacy as a mutual
contributor to human behavioral motivation. For decades, Bruce Biddle’s (1979) conceptual
groundwork into personal beliefs that support social interactions has helped researchers analyze
human roles in various systems, including the education system. According to Biddle (1979),
people assume behavioral roles based on their understanding of social expectations derived from
past personal experiences and the most advantageous behaviors they observe in others. Building
on Biddle’s theory, contemporary researchers find that parental role construction is a crucial
foundational factor in parents deciding if they should be involved in their child’s academics and,
if so, at what level (Dettmers et al., 2019; Vang, 2019; Walker et al., 2005). Further studies hold
that parents who feel obligated to be involved usually rand that their support at the primary and
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secondary levels almost always results in positive educational outcomes for the child (Degol et
al., 2017; Grolnick, 2015; McElrath, 2020)
This study overwhelmingly supports that many parents believe their role in their child’s
education in secondary and postsecondary school was both expected and vital. Asked to describe
their parents’ support in high school, participants shared unique stories of tailored academic
involvement based on their parents’ beliefs. Consistent with previous studies, students explained
how their parents based their roles on experience, success in helping them in lower grades,
general school expectations, shared support by their spouses, and the social expectations of other
school parents. Asked to compare high school academic involvement to their most recent level of
college support, most participants in this study described a notable shift from varying levels of
active involvement to more passive approaches consistent with the literature.
Adapted Hoover-Dempsey and Sandler (1995) Involvement Model. The theoretical
significance of this research also lies in breaking relatively new ground in the realm of existing
theory use, specifically in the alternative application and potential expansion of HooverDempsey and Sandler’s (1995) theory of parental academic involvement. Hoover-Dempsey and
Sandler’s (1995) Parental Involvement framework is a comprehensive tool that incorporates the
most relevant factors for analyzing parental involvement effectiveness based on previous social
and psychological research. That said, designed as a K-12 analysis tool, Hoover-Dempsey and
Sandler's (1995) involvement paradigms unilaterally incorporate parents' perspectives based on
motivations, contributing factors, and desired outcomes that feed their fundamental decisionmaking process, not the views of students (Hoover-Dempsey & Sandler, 1997).
This research did the inverse by uniquely focusing on the unilateral views of adult college
students as the ones experiencing negative consequences of parents’ inappropriate involvement
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strategies. This inquiry uncovered several additional factors unique to the college environment
and student experience for which the Hoover-Dempsey and Sandler (1995) model does not
account. Because these unique factors are decisive in understanding negative experiences tied to
parental academic involvement in the postsecondary environment, this study offers an adjusted
framework to account for these unignorable central features of the college parent-student
relationship. By expanding on the Hoover-Dempsey and Sandler (1995) model in this way, this
research provides alternative and promising applications in this new and human science-rich
environment for understanding the essence of college student lived experiences.
Based on its design, this research sheds light on ways to measure how parents’ actions
align with or diverge from students’ academic participation needs. Specifically, this study
established that students’ overall lived experiences based on what they view as appropriate are
uniquely different from that of K-12 students. The findings of this study were that the beliefs,
skills, knowledge, and confidence levels of college students are equally relevant to the parents’
views and perceptions. Therefore, analyzing parental academic involvement in the college
environment should consider this highly relevant adapted set of factors. The recommended
adjustments to the Hoover-Dempsey and Sandler (1995) model prompted by the lived
experiences of college students are below.
Level 1 – Distinctive Invitations. Drawing on the foundational theories that help define
parental motivation to support a child’s education, the Hoover-Dempsey and Sandler (1995) K12 analytic framework is soundly applicable at the college level concerning motivational and life
context factors that contribute to a parent’s involvement decision at level one. Concerning
parental role construction, essential to note is that at the postsecondary level, institutions expect
parents to provide little or no direct academic support (Lythcott-Haims, 2015; Rowan-Kenyon et
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al., 2008). To that end, this study showed how role construction is the sole determinant for
ceasing academic support for some parents. Likewise, this study showed that a parent’s selfefficacy level is inextricably tied to their having attended college and for international students,
whether or not their parent attended college in the U.S.
The Hoover-Dempsey and Sandler (1995) parental involvement model places significant
value, albeit less than that of role construction or self-efficacy, on the life context factors of skills
and knowledge combined with time and energy at the level one parental involvement decision.
At the K-12 level, research corroborates that when parents have advanced knowledge in specific
academic subjects, they are more likely to commit to educational support in those areas (HooverDempsey et al., 2005; Ma et al., 2016; Watson et al., 2012). This research upheld those findings
at the college level as well. Concerning time and energy, job requirements, family duties,
religious and community activities, and personal health conditions are among the many
uncontrollable factors that dictate a parent’s available time and energy (Hernandez, 2017;
Lasater, 2016; Nelson, 2019). These factors remained valid at the postsecondary level; however,
as an added circumstance, this study revealed how some parents intentionally shifted available
time and energy to other priorities away from their child’s college education.
The area where this study stood out as situationally different from the Hoover-Dempsey
and Sandler (1995) model at level one was parents’ perception of invitations for involvement
from others in the educational environment. Designed for primary and secondary parental
involvement analysis, the model divides invitation opportunities among the school, the teacher,
and the child where school and teacher interactions are high (Hoover-Dempsey & Sandler, 1995;
Hoover-Dempsey & Sandler, 1997; Hoover-Dempsey et al., 2005). Studies, including this one,
found that at the college level, professors, administrators, and most students consider direct
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academic involvement by parents to be over-involvement (Lythcott-Haims, 2015; RowanKenyon et al., 2008). This reality warrants a change to the model to be relevant at the
postsecondary level.
This research confirmed the long-established empirical findings that student invitations
are arguably the most potent predictors of academic participation because they satisfy parents’
desires to be responsive to their child’s needs (Green et al., 2007; Hoover-Dempsey et al., 2005;
Williams et al., 2017). This study also found that students at the college level differentiated
between two types of student invitations – requests for general academic advice and specific
child invitations. To study participants as emerging adults, their desire for academic assistance as
a consensus component for optimal parental involvement resided in the general child invitations
category, meaning, when asked, parents provided advice on degree choice and progression,
course selection, and assignment topic ideas or general study methods as examples.
The second invitation factor also relevant at the postsecondary level mentioned above,
inherent to the Hoover-Dempsey and Sandler (1995) model, was specific child invitations. Study
participants admitted that, at times, they relied upon and appreciated parents providing specific
assistance with challenging assignments or studying for content-specific exams because parents
had the explicit knowledge and skills to assist. Like general child invitations, the point most
participants emphasized as adults primarily responsible for their college academic success was
the need for parents to provide explicit academic support when requested rather than
spontaneously, as many parents did, contributing to negative student experiences.
A third invitation factor that a few study members highlighted as welcomed, based on
their tendency to procrastinate, was a tolerance for unsolicited academic advice from parents.
Three students admitted that unsolicited academic encouragement and occasional prodding to
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ensure they maintained their academic focus was acceptable based on their parents knowing
them better than anyone else. Although not all participants accepted this third factor as
appropriate, the propensity of some students to accept unsolicited input from parents warranted
its inclusion as a factor in the model. Including these three unique invitation paradigms in the
adjusted model allows students, parents, administrators, and researchers to determine the best
method for parents to tailor their involvement decision more appropriately for college support.
Figure 5 below captures adjustments to the Hoover-Dempsey and Sandler (1995) model.
Factors added to the model based on this research are in grey.
Level 5
Child / College Student Outcomes
Advanced Skills and
Increased Self-Efficacy for
Knowledge
Doing Well in College and Beyond
↑
Level 4
↑
Tempering/Mediating Variables for Developmentally Appropriate Involvement Strategies
Fit between Child
Child Role Construction
Child SelfChild Skills and
Expectations and Parent
as Emerging Adult
Efficacy Level
Knowledge
Involvement Actions
↑
Level 3
↑
Mechanisms through which Parental Involvement Influences College Child Outcomes
General Advice

Specific Guidance

Direction / Instruction

↑

Level 2
↑
Parents' Home Involvement Forms
Passive
Reactive
Proactive
Support
Involvement
Involvement
↑
Level 1
↑
Parents’ Perceived Environmental Aspects
Parents' Motivational
Parents' Perception of Invitations
Parents' Perceived Life
Beliefs
for Involvement from the Child
Context
Parental
Role
Construction

Parental
SelfEfficacy

Unsolicited
Input
Acceptance

General
Child
Invitations

Specific
Child
Invitations

Skills
and
Knowledge

Time
and
Energy

Figure 5. Hoover-Dempsey and Sandler (1995) Model Tailored to College Involvement
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Level 2 – Age-Appropriate Involvement Forms. The Hoover-Dempsey and Sandler
(1995) model as a K-12 framework divides parent involvement forms at level two into binary
factors – home-based involvement and school-based involvement. Home-based activities within
the model include talking with a child about school, supervising homework, helping a child study
for tests and exams, practicing spelling or math skills, or reading with the child, while schoolbased activities include classroom volunteering, attending school-wide academic events, and
attending PTA meetings among others (Hoover-Dempsey & Sandler, 1995; Walker et al., 2005;
Walker et al., 2011). Because school-based activities at the college level are not integral to
academic success in the multi-course, multi-instructor format, according to participants in this
study, the focus of involvement forms related to academics was exclusively home-based.
With that in mind, this research emphasized a scale of three involvement forms – passive
support, proactive involvement, and reactive involvement, as college-relevant level two options
for parents. According to participant discussions, the default involvement form indicative of
optimal involvement was passive support. As described by participants, passive support was
when parents provided general motivation and encouragement for students to succeed, avoiding
the temptation to become more involved unless prompted to provide active support. Passive
support constituted parents asking general questions about the student’s academic progress and,
when prompted, providing general advice, reassurance, or praise for academic success.
The two active forms of parental academic participation identified by this study relevant
to the college environment were reactive and proactive involvement. Again, as a component of
optimal academic support, students in this study described reactive involvement as parents’
providing positive tailored responses to specific child invitations for academic assistance. This
assistance could apply to any academic challenge; however, most students in this study indicated
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that requests for specific academic assistance were often in areas where the parent possessed
direct experience, subject matter knowledge, study method familiarity, or problem-solving skill.
Much like child acceptance of unsolicited input is a deciding factor for parents at level
one, proactive academic support remains an optional involvement factor for parents at level two.
In knowing their child’s study habits better than most, parents may opt, with or without child
approval, to choose proactive involvement over passive or reactive forms. In this study, most
parents remained proactive in their child’s college academics in some way for various reasons.
Some students felt parental proactivity concerning academic involvement was inappropriate,
while others felt proactivity was a reasonable and fitting approach. Students who experienced the
central theme of Academic Interest as Investment Oversight and those less attentive to their
studies voiced an acceptance of proactivity as a form of parental involvement.
Level 3 – Modified Involvement Mechanisms. At level three, the Hoover-Dempsey and
Sandler (1995) parental involvement model includes modeling, reinforcement, and instruction as
mechanisms by which parents influence child outcomes. This study revealed that modeling and
reinforcement are applicable mechanisms for students who live at home and often interact with
their parents in person. Although setting and reinforcing examples are occasionally helpful for
life skills at the college level, few students in this study described behavioral modeling or
reinforcement as relevant factors for parental involvement. Instead, participants described homebased interactions as the primary way parents influenced students’ behaviors. The mechanism
described as the most influential was general advice, as it acknowledged the student’s charge to
make decisions as an adult based on parents’ recommendations.
The second involvement mechanism that students described as influential was specific
guidance. Specific guidance refers to detailed support parents often provide concerning degree
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choice, courses to take, research and writing ideas, and study methods. As discussed in level one,
students in this study expressed a desire for parents to provide specific guidance when requested;
however, like proactive involvement as an involvement form at level two, a few participants
expressed how at times, unsolicited specific guidance was warranted, accepted, and often
beneficial. For others, unsought specific guidance was often negative, contributing to overinvolvement. Requested or not, specific guidance is a valid involvement mechanism available to
parents at the postsecondary level.
The third involvement mechanism included in the Hoover-Dempsey and Sandler (1995)
model that remained relevant at the college level is instruction. Repetitive studies using the
model show that parents who possess specific academic skills based on education or experience
appreciate the opportunity to provide academic direction or instruction to their child (Walker et
al., 2005; Walker et al., 2011). Although distance for college students often inhibits parents from
working directly with them, several students revealed how, through the internet and interactive
software, they still periodically relied on parents to share subject and assignment-specific
directions. Other students described how they capitalized on opportunities to review assignments
and study for exams with a parent who had precise knowledge of the academic content when
they went home for semester breaks. Important to note was that spontaneous detailed academic
information was often distracting and inappropriate according to students who experienced
receiving unhelpful information tied to the central theme of Assistance with Surrogate Support.
Level 4 – Reframed Tempering / Mediating Variables. The most relevant recommended
adjustments to the Hoover-Dempsey and Sandler (1995) model deal with the tempering/
mediating variables at level four that dictate the overall appropriateness of a parent’s educational
involvement strategy. According to the model, the factors that serve as rheostats for involvement
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strategy adjustments are developmentally appropriate participation strategies and fit between
schools' expectations and parental involvement actions. Acknowledging that school expectations
have little relevance in the college environment, once removed, the use of developmentally
appropriate participation strategies remains the sole mediating factor in the K-12 framework.
At the postsecondary level, based on its distinctly different environment from the primary
and secondary levels, several new and highly relevant factors that determine the appropriateness
of a parents’ involvement strategy emerge as factors worthy of inclusion as mediating factors.
Empirical results show that as children age, defining their roles as adults, building self-efficacy
and their skills and knowledge to succeed, they desire greater independence, autonomy, and
personal responsibility (Castleman & Page, 2017; Green et al., 2007; Walker et al., 2005). As a
result, parents and college students as emerging adults do not always agree on what is
acceptable, vital, and necessary in the context of educational involvement at the college level
(Affuso et al., 2017; Boonk et al., 2018). Consistent with these findings, this study revealed that
many of the negative experiences described by participants were a result of role contradictions,
self-efficacy friction, and skills and knowledge competition between student and parent that,
from the child’s perspective, comprised an inappropriate involvement strategy.
Supporting the addition of a child role construct factor at level four, the thoughts and
feelings of participants in this study were that parents should increasingly accept that, as
emerging adults, they are primarily responsible for their college academics. Parents who refuse
to acknowledge that many children wish to be the primary decision-makers in navigating their
college education may adopt what the child views as a developmentally inappropriate strategy.
To avoid the impacts of role contradiction, parents should understand their child’s unique beliefs
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about their expanded responsibilities as an adult, often away from home, and, when necessary,
adapt their educational support activities to fit the child’s expectations and desires better.
The Hoover-Dempsey and Sandler (1995) parental involvement model inherently invokes
the addition of a child's skills and knowledge factor at level four in how it defines the desired
outcome of appropriate parental involvement strategies in the K-12 environment. In its current
form, the desired outcome of a parent’s high school involvement strategy in the model is a child
acquiring the necessary skills and knowledge to be a successful adult. It follows that as young
adults, participants in this study viewed their skills and knowledge as a prideful resource to help
them prevail in college. That said, all participants express appreciation for parents sharing their
superior subject-matter expertise when requested and fitting. Adding to what students in this
study viewed as an appropriate parental involvement strategy was their college-educated parents
understanding that their knowledge and skills about college life and specific academic material
were dated and, in some cases, obsolete. To their credit, participants showed a keen ability to
seek resources for additional academic assistance where their parents’ abilities were less refined.
Likewise, the Hoover-Dempsey and Sandler (1995) model also intrinsically supports
adding a child’s self-efficacy level factor in level four. The realization of that success is a college
student with the confidence that their actions will be successful based on their newfound mastery
of experience. Studies, including this one, show that parents who neglect to acknowledge their
child’s increased sense of self-efficacy risk self-efficacy friction that will likely result in negative
experiences for the child (Chapman, 2019; Bradley-Geist & Olson-Buchanan, 2014; Schiffrin et
al., 2014). Students in this study exhibited high confidence and determination to successfully
negotiate their college education with the support of their parents. In their collective view, a
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developmentally appropriate involvement strategy allowed them a significant stake, based on
personal confidence, in passing their courses and completing their degrees on time.
The fourth and final defining factor of an age-appropriate involvement strategy is parents
finding a good fit between their actions and the child’s expectations. An agreeable strategy fit
spans levels one through four of the adjusted model. In other words, based on college students'
unique capabilities and personalities, parents correctly perceive when and how students desire
input. Based on that assessment, parents tailor their input using involvement forms and
mechanisms that appropriately fit the child’s desires. Then at level four, finding an appropriate
strategy also requires parents to temper their involvement to account for the child’s beliefs,
confidence level, and skills and knowledge to assume a primary role in their education.
Level 5 – Refined Student Outcomes. The desired outcomes of the Hoover-Dempsey and
Sandler (1995) model at level five remain applicable at the college level with minor refinements.
Specifically, the desired outcomes of parental involvement at the college level are advanced
skills and knowledge that result in students completing their degrees and, perhaps more
importantly, acquiring the skills and knowledge to be successful adults after college. Similarly,
the desired outcome concerning the students’ increased self-efficacy is not just becoming and
remaining confident for doing well in school but also establishing the self-efficacy to excel
concerning careers, families, social skills, and perhaps pursuing advanced degrees if desired.
Limitations and Delimitations
Limitations for this study fell into three categories – sample composition, geography, and
potential transferability. Two significant limitations of this study were sample recruitment and
sample diversity. Sample recruitment combined convenience sampling through emails, fliers on
campus, and campus common area recruiting, with snowball sampling through word-of-mouth
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referrals. A proclivity for educators’ children and children of highly educated parents to
volunteer for studies like this unintentionally resulted in seven of 14 participants with parents
holding advanced degrees and a commensurate number of parents working in the field of
education. Although broadly representative of under-involved, over-involved, and adequately
involved parents, this sample may not represent the totality or severity of negative experiences
that different familial ties and backgrounds may hold.
Similarly, convenience and snowball sampling generated fewer minorities and men than
expected or were representative of the three target college populations. With only two Black men
as minority participants and two minority women participants of Indian descent, the data
collected for this study may lack the essence of minority experiences that differ from those
captured. Similarly, with only four total male participants, this study may not fully represent the
parental involvement experiences that other male college students face.
A third potential limitation of this research is the schools’ geographic location. Although
this study design deliberately included three different schools to create a cross-section of
diversity, school location may play a role in how students, parents, and school administrators
approach parental academic involvement, which may have limited the outcomes of this study. It
is plausible that students in the southeastern U.S., where this study took place, have different
parent-student relationships than in other regions. If school location limited the outcomes of this
research, the findings of this study might be less transferrable to other geographic locations.
A final potential limitation of this inquiry is transferability to other higher education
institutions and parent-student relationships. Like most studies, the findings of this research are
unique. Although it is highly plausible that this research's phenomena and associated themes and
the adjusted Hoover-Dempsey and Sandler (1995) Parental Involvement Model tailored for the
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college environment are transferable to other colleges and parent-student relationships, the
generalizations may be limited and should be done so with caution.
This study design included purposeful delimitations, including the exclusive focus on
student perspectives, emphasis on first- and second-year students, sampling a cross-section of
three college types, and using hermeneutics as the preferred method to convey students’ lived
experiences. In the past decade, the focus on analyzing academic success and failure has shifted
from the secondary school environment to analyzing the postsecondary environment, including
parental involvement. Much of this contemporary research relies on the perspectives of parents
and educators and their perceptions of how college students feel (Jeynes, 2016, 2017). Seeking to
fill a gap in the research literature that previous inquiries have failed to address, this study
investigated students' lived experiences to gain an appreciation for their viewpoints and feelings.
This approach, capitalizing on the high-value human science inquiry, allows others to gain
meaningful and oriented awareness of what students view as negative involvement to help
parents adjust their involvement strategies in a way that helps students succeed.
Concerning delimiting the sample population based on years of attendance, empirical
studies indicate that most students who drop out of college do so in their first eighteen months of
attendance (Hamilton et al., 2018). Additionally, limited research into college parental
participation indicates that parents solidify their involvement strategies within the first two years
of their child beginning college (Earvin, 2019; Garrett, 2015). Based on these factors, this study
purposefully focused on traditional first- and second-year students as the population most
vulnerable to negative experience that leads to adverse outcomes.
In an attempt to gain a cross-section of rich data to analyze, the research setting for this
study purposefully included three college campuses. This cross-section included a large-sized
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community college, a large-sized state-run public university, and a mid-sized private university.
By doing so, this study targeted a diverse group of student participants based on race, ethnicity,
and gender toward highly unique parent-student relationships to evaluate and interpret.
The final delimiting factor for this study was hermeneutics as the method of
phenomenological inquiry. Hermeneutics is a refined approach whereby rich experiences help
find and explain what lies unexposed within various phenomena (Moustakas, 1994; van Manen,
2016b). In this case, hermeneutics served to discover the nature and meaning of how students
view and cope with negative parental academic involvement. Through this approach, this study
uncovered the phenomena and associated themes tied to the essence of over-involvement and
under-involvement and the meaning of optimal involvement through insightful participants.
Recommendations for Future Research
Recommendations for future research based on this study incorporate grounded theory
examination, additional phenomenological inquiry, and case study research. As a follow-on to
this study, a grounded theory approach would help solidify the new factors for the adjusted
Hoover-Dempsey and Sandler (1995) model tailored to college parental academic involvement
and potentially uncover others not revealed in this study. Because grounded theory intends to
develop a unified theoretical account for behaviors (Creswell & Creswell, 2018; Creswell &
Poth, 2018), approaching parental college academic involvement through a grounded theory lens
would help ensure the model adequately fits college parental involvement analysis.
A second recommendation for future studies is for researchers to conduct similar
phenomenological inquiries to determine the validity of the phenomena and associated themes
discovered in this research. As a relatively new and nascent approach using student views, this
study is a mere snapshot of their lived experiences as they described them. In solidifying this
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body of knowledge, the recommendation is for researchers to conduct similar inquiries in
different regions of the U.S. and with a more diverse population to add uncovered phenomena
and associated themes and to filter out any outlier themes that may be highly unique to this study
as a result of its limitations. A further recommendation is for those studies to use random
sampling to avoid pockets of like-minded participants based on similar backgrounds and family
relationships, as this study may have unintentionally done.
Once validated, a third recommendation is for future phenomenological studies to use the
adapted model provided by this research and validated by case study research to further focus on
the perspectives of parents and administrators, as most previous college-level research has. This
added approach will further validate the adjusted motives and new forms, mechanisms, and
mediating factors germane to parent and educator viewpoints. Capturing relevant phenomena and
associated themes associated with negative experiences that resonate with parents and educators
can only help all stakeholders help college students succeed.
A final recommendation for future research is a case study analysis focused on negative
parental academic involvement to determine its actual impacts. Although this study shed light on
how students truly felt about their negative experiences, there was little analysis of the impacts of
parental over- and under-involvement in the future. By analyzing identified themes associated
with over-involvement, under-involvement, or adequate involvement by case, research will shed
additional light on the impacts of these lived experiences on students and their ability to persist
to graduation. An accompanying recommendation is to approach each case using stratified
purposeful sampling to hone in on the themes associated with each involvement type.
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Conclusion
Seeking to describe the experiences of traditional first- and second-year college students
who encounter negative parental academic involvement, using journal prompts, interviews, and
focus groups as data collection methods, 14 participants openly described their parent-student
relationships. Using the Hoover-Dempsey and Sandler (1995) theory of parental involvement as
a guide, this study identified six themes and 13 subthemes central to the phenomena associated
with parental academic support. Meaningful interpretations from these results included the
essence of parental under-involvement and over-involvement, the foundations of negative
experience, and the rich meaning of what students viewed as optimal involvement.
Underwriting the essence of under-involvement were parent inexperience, core belief
changes as children become adults and shifting time and energy to other priorities as children
begin college. Issues inherent to the essence of over-involvement included role contradictions,
skills and knowledge competition, and self-efficacy friction between parent and student.
Foundational contributors to negative experiences included lack of two-way communication,
child desire miscommunication, and child expectation mismanagement where they failed to
establish desired boundaries. According to study participants and their experiences, optimal
involvement meant that parents provide positive academic encouragement, are appropriately
reactive when asked for additional support, and tailor all involvement actions to the child’s
unique needs based on his or her articulated expectations.
This study contributed to the empirical body of knowledge on parental involvement by
researching the postsecondary environment from student perspectives to measure how parents’
actions may align with or diverge from students’ views as adults. This novel approach also
garnered theoretical implications by advancing the Hoover-Dempsey and Sandler (1995) model.

198
Based on findings, this research expanded types of child invitations at level one, accounted for
progressive college involvement forms at level two, modified level three to reflect collegerelevant influence mechanisms, and reframed level four to include tempering factors for parents
to adopt developmentally appropriate college involvement strategies. As a result, this adapted
tool is better suited to analyze the fundamentally different nature of college parent-student
interaction to the potential benefit of students, parents, and administrators to help parents more
effectively support their college-age child academically.
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Appendix C: Student Written Consent Form
My name is Dennis Smith, and I am a doctoral candidate at Liberty University pursuing a postgraduate degree in Higher Education Administration—Education Leadership.
I cordially invite you to participate in a research study describing the negative experiences
college students have with parental academic involvement. This study defines negative parental
academic involvement as academic over-involvement and under-involvement. Academic overinvolvement is when parents periodically exercise more psychological or behavioral control over
scholarly activities than a student desires. Academic under-involvement is when parents lack
interest or exercise less academic involvement than the student needs or wants.
I chose you as a possible participant in my research because you are a first-year traditional
college student attending one of three higher education institutions that provide a rich and
diverse cross-section of lived experiences combined. You were also chosen as a possible
participant because you provided information in the research interest questionnaire that fit the
criteria for the study.
Research Problem to be Addressed: The problem is that some parents lack the necessary
conscious awareness and meaningful understanding of what first- and second-year college
students view as negative parental academic involvement and how it leads to adverse student
outcomes.
Research Purpose: This research aims to describe the lived experiences of first- and secondyear college students who encounter negative parental academic involvement using hermeneutic
phenomenology and to expose what amplifiable, practical, and actionable meaning hides within
the phenomena revealed.
Data Collection Procedures: If you agree to participate in my research, I will ask you to
provide information in the following three ways:
1. Student Journaling Prompts: Over two weeks, answer five journal prompts that capture
parental academic involvement interactions in a journal based on a set of simple yet effective
journaling guidelines.
2. Personal Interview: Conduct a one-on-one recorded interview lasting approximately 45
to 60 minutes that allows you to share your experiences and insights associated with parental
academic involvement through a series of questions.
3. Focus Group Discussion: In a mall group discussion lasting 60 to 90 minutes with for to
five student peers who share both similar and different lived experiences, further share your
unique experiences with the group, expound on their experiences and what they mean to you,
and share collective insights on parental academic involvement themes identified based on the
student journaling and personal interview data previously collected.
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Risks and Benefits of Participation: The risks involved in this study are minimal. It only
requires you to share your experiences and insights, which will remain anonymous outside the
focus group. The potential benefits are that the discussions you have with the researcher, with the
focus group, and what you learn from the interpretations drawn from the research may allow you
to view your student-parent relationship differently and perhaps approach that relationship more
optimally and effectively.
Confidentiality: All participants’ real names will remain anonymous in the collection and
publication of the research, using pseudonyms for each individual. The digital files and voice
records developed during this research will be kept secure, with only the researcher having
password-protected access to an external hard drive on which I will store them. I will destroy this
data three years after the research is complete.
Voluntary Nature of the Research: Participation in this research is voluntary, and participants
can withdraw from the research at any time without reprisal. During the study, you are not
required to answer any questions or respond to any comment where you feel uncomfortable
doing so. To formally withdraw from the study, I ask that you notify me of your intent to
discontinue participation. Upon withdrawal, I will immediately remove and destroy all data you
provided from the study to ensure partial information does not affect the findings.
Contacts: If at any time during the study, you have questions or require additional information,
you are encouraged to contact the researcher at dasmith16@liberty.edu. If you have issues with
the research that I cannot address, questions I cannot answer, or wish to speak with someone
other than me concerning the study, you are encouraged to contact my faculty research advisor,
Dr. David Vacchi, at dvacchi@liberty.edu. Suppose you have questions or concerns regarding
the implementation of the study, and you wish to talk to someone other than the researcher or his
advisor. In that case, you are encouraged to contact the Liberty University Institutional Review
Board (IRB) at 1971 University Blvd, Green Hall 1887, Lynchburg, VA 24515, or by email at
irb@liberty.edu.
Statement of Consent: I have read and understood the information provided about this research,
and I agree to participate.

Participant Signature

Date

Researcher Signature

Date
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Appendix D: Criterion-Based Research Interest and Screening Questionnaire
1. Thinking about your college academic requirements and the relationship you share with your
parents about your college academics, with one meaning not involved and ten meaning
engaged in every aspect, please circle the level at which YOU DESIRE your parents’
academic involvement to be.
1

2

3

4

5

6

7

8

9

10

2. Thinking about your college academic requirements and the relationship you share with your
parents about your college academics, with one meaning not involved and ten meaning
engaged in every aspect, please circle the level at which your parents’ academic involvement
level IS.
1

2

3

4

5

6

7

8

9

10

3. Based on the above questions and your desire for parental involvement compared to your
parents’ actual involvement, how would you DEFINE the level of academic involvement
your parents ROUTINELY DISPLAY?
1
Under-involved

2
Adequately Involved

3
Over-Involved

4. Considering the details of your parents’ involvement, please circle the academic areas in
which your parents are NOT INVOLVED.
Course Selection — Course Scheduling — Homework — Exams — Tracking Grades
Classroom Dynamics — Other ______________ — Other ______________
5. Considering the details of your parents’ involvement, please circle the academic areas in
which you consider parents to be UNDER-INVOLVED.
Course Selection — Course Scheduling — Homework — Exams — Tracking Grades
Classroom Dynamics — Other ______________ — Other ______________
6. Considering the details of your parents’ involvement, please circle the academic areas in
which you consider parents to be OVER-INVOLVED.
Course Selection — Course Scheduling — Homework — Exams — Tracking Grades
Classroom Dynamics — Other ______________ — Other ______________
Thank you for your time in filling out this research Interest Questionnaire
If you meet the criteria for participation, the researcher will contact you.

